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1 Introduction  
Integrating immigrants into a society is not a new topic, but today, it is a burning one. In public 
discourse, integration is deemed as a service provided for immigrants by the state, the 
importance of which seems to be agreed by everyone – the newcomers and the majority. 
Learning Finnish or Swedish seems to be regarded as the most crucial element which finally 
leads to the integration of immigrants. The Finnish integration law regards integration 
successful when immigrants participate in the activities of the Finnish society and when 
different population groups interact peacefully and equally (Laki kotoutumisen edistämisestä 
1386/2010). In practice, active participation refers to employment, education or activities 
resembling working conditions (Pyykkönen 2005).  
In Finland, immigrants are required to attend integration activities if they are or become 
unemployed. The main methods of integrating immigrants are integration courses organized 
by the Centre for Economic Development, Transport and the Environment (ELY centre). At the 
courses, immigrants may learn Finnish or Swedish language and familiarize themselves with 
the Finnish working life.  
The courses are provided within the whole Finland by different public and private actors. The 
importance of the courses is ever increasing as more immigrants arrive in Finland – either in 
search for a job or degree, reuniting with their families or escaping disasters. However, market 
rationality has spread over integration administration as the resources to integrate 
immigrants seem to grow scarce. More efficient and intensified measures to integrate 
immigrants seem to be demanded by the public discourse.  
In this master’s thesis, I will adopt a critical view and explore the integration program in 
Finland within the context of a company providing integration courses for unemployed 
immigrants. I call the company Career Training Center (CTC). The thesis will analyze integration 
courses with the theoretical framework provided by governmentality studies. I will scrutinize 
the means, techniques and objectives of governance in the context of integration courses at 
CTC.  
To analyze governmentality at the integration courses, I observed lessons at CTC, interviewed 
the teachers and their superior as well as took pictures of the course premises. The field work 
is thus ethnographic but, there are clear elements of a case study as well. The case of this 
  2 
research is not the company itself but governance of the students and the teachers of the 
integration course in a neoliberal context.  
Originally, I was to study only the governance of immigrants at the integration course. 
However, as the field work continued, I understood that governance reaches even to the 
teachers. Thus, I widened the scope to analyze all governance present at CTC. In addition, I 
will scrutinize representations of Finnishness at the company as they reveal the ideal Finnish 
citizen the courses are aiming at. Previous research has not scrutinized how governmentality 
is spread over every actor within the integration administration but this research will cover 
the gap.  
Michel Foucault (1926—1984) was the introducer of the studies on power relations and 
governmentality (gouvernmentalité) – the tradition of which is most famously continued by, 
for example, Nikolas Rose, Peter Miller and Mitchell Dean. In Finland, the most prominent 
scholars in governmentality studies include, for example, Miikka Pyykkönen and Ilpo Helén.  
Foucault’s theory is chosen as the theoretical framework of this thesis as it describes well the 
techniques of governance at the integration courses. The main aspiration of this thesis is to 
find out the ways in which the students and the teachers of the integration courses are 
governed. Moreover, representations of Finnishness will be scrutinized as they reveal the kind 
of working life and the ideal citizenship the students are guided towards.  
Within the framework of governmentality studies, previous research has examined practices 
and techniques of governmentality, social strategies and programs affecting people’s behavior 
as well as aims of governmentality respectively. In previous research as well as in this thesis, 
the most crucial theoretical concepts include risk management, employability, biopolitics, 
biopower, and precarious work. The Foucauldian concepts biopolitics and biopower refer to 
the power used against human bodies and governing the behavior of groups of people. I will 
talk about these theoretical concepts later in chapter 3.  
The concept of precarious work is rather surprising in this context as it is not directly linked to 
governmentality studies. However, as stated above, the field work revealed that 
governmentality has spread over everybody at CTC, which directed me towards studies of the 
precarious class by, for example, Guy Standing. In the empirical part of this research, I will 
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shed more light on the notion that the teachers have precarious jobs and the students are 
guided towards the same position.  
All theoretical concepts in this research are penetrated by the ideology of neoliberalism which 
has affected the Western welfare societies from the 1970s onwards. Neoliberalist values 
increased market rationality in public services also in Finland which has, in turn, increased the 
number of private actors as providers for public services.  
Neoliberalism has affected the actors on the field of immigrant integration as well. 
Competitive biddings every few years, organized by Employment and Economic Development 
Offices (TE Offices), have brought market rationality in the realm of integration measures. 
Thus, a couple of private companies have conquered the field within the whole Finland as they 
may provide the services with a cheaper price tag than the public actors. This research 
describes the operational environment of the integration actors but, as an ethnographic study, 
keeps its focus on the individuals’ everyday life within the integration system.  
In addition to ethnographic features, this research includes features of a case study. This thesis 
is a case study of the governance in the field of immigrant integration: governance of the 
immigrants themselves as well as governance of their teachers. The methodologies of 
ethnography and case study are combined as they both give valuable insights in the study of 
governmentality. On one hand, ethnography allows several data types to be utilized and on 
the other hand, case study provides useful tools to validate the results of the analysis. In this 
study, I have collected three types of data: participant observations and field notes, interviews 
as well as pictures. As validating tools, I have used triangulation and a relevant theory of 
governmentality studies.  
Using three types of data allows me to scrutinize the integration courses from three different 
perspectives. By interviewing the teachers and their superior I could understand more deeply 
the point of view of the teachers. Participant observations allowed me to understand the 
position of the immigrants from their perspective as well as scrutinize the dynamics of the 
lessons and the feelings of the teachers during their breaks. Taking pictures added another 
level on the analysis as they seem to tell another story: the walls of the course premises are 
filled with posters made by the students. The posters shed light on the representations of 
Finnishness as well as on the career paths the immigrants are guided to.   
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According to Dean (2010: 39—40), research questions typical to the study of governmentality 
are ‘how questions’. Typical questions are, for example, ‘what kind of techniques are used in 
governing’ or ‘how is governmentality creating subjects/subjectivities or actors’. In this 
research, I will adopt Dean’s style of forming research questions in analyzing governmentality 
at the integration courses. Thus, my research questions are: 
1. How are the students governed? 
2. How are the teachers governed? 
3. How is Finnishness represented? 
The topic of my master’s thesis is important today because scrutinizing integration courses 
through the concept of governmentality as well as questioning and criticizing existing 
integration measures may help create better ones. Up to this day, integration has been 
studied mainly from the immigrants’ point of view – it has not been analyzed as political 
activity (Vuori 2015: 396). I scrutinize the integration course also in terms of the physical 
premises. Thus, I can analyze how physical features contribute to governmentality at the 
integration courses.  
This study offers insights on the position of the teachers at the integration courses. The effects 
of neoliberal values on the work of highly educated people, i.e. the teachers, have not been 
described thoroughly in the previous literature. Rather, the highly educated teachers have 
been regarded as advantaged compared to the immigrants. This study offers another point of 
departure and argues that at the integration course, two disadvantaged groups encounter 
because of neoliberalist values and practices.  
Before moving on to the previous literature published in the field, I will describe the 
operational environment of the company I have studied for this research. Understanding the 
environment is important because it seems to have a significant meaning to the ways the 
immigrants and their teachers are governed.  
1.1 The operational environment of Career Training Center 
I did the field work for this research at a company I call Career Training Center (CTC) from 
September 2016 to January 2017. The company provides integration courses for unemployed 
immigrants. Next, I will describe the context in which CTC is operating.  
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The field of integration in Finland is very complex and filled with several actors. Firstly, there 
is a three-level structure for the public actors cooperating in organizing integration measures. 
The Centre for Economic Development, Transport and the Environment (ELY centre) is 
responsible for organizing integration measures and it organizes competitive biddings 
together with Employment and Economic Development Offices (TE Offices) to purchase the 
integration activities from the market. The ELY centre also cooperates with municipalities and 
NGOs in organizing the integration activities and making decisions about the integration 
measures. (ELY centre 24.2.2017.) The ELY center is the first level, TE Office the second level 
and the municipalities and the NGOs are the third level of the public actors organizing the 
integration measures.  
Municipalities are responsible for development, planning and follow-up of the integration 
activities (ELY centre 24.2.2017). The public integration actors can be divided into labor 
political actors and municipalities. The municipalities take care of services aimed at those 
outside the working life: social services, education and early childhood education. (Vuori 2015: 
396.) 
Secondly, there are integration course providers which may be different in every region 
according to the region’s TE Office. The integration courses are outsourced by TE Offices, so 
the courses are a public service for any unemployed immigrant whose integration plan is still 
valid. CTC operates in the whole Finland but I visited the course premises in Uusimaa region.  
CTC is a new actor in the branch of integrating immigrants. Earlier, CTC has only focused on 
personnel trainings and employment services, the main circle of customers of which are 
Finnish employers and employees. Even though CTC operates within the whole Finland, the 
courses follow different rules and regulations depending on the decisions of the region’s TE 
Office. This illustrates well the complexity of the integration branch.  
According to the ELY centre, the integration measures include integration plans, teaching 
Finnish or Swedish, teaching reading and spelling as well as vocational training. The Finnish 
integration courses are usually organized as a labor political adult training. (ELY centre 
24.2.2017.) Although different TE Offices have different regulations, the integration process 
of adult immigrants in the region of Uusimaa is tried to be standardized by some adult 
  6 
education providers. The standardization is financed by the Finnish National Board of 
Education. CTC also follows the recommendations of the standards.  
The students of the integration courses at CTC and elsewhere are registered as unemployed 
job-seekers and they are still on their three-year integration period. TE Office has sent them 
to the integration course. The students receive a monthly integration subsidy unless they drop 
off the course and, the teachers of the integration courses are responsible for reporting 
possible absences. TE Offices in different regions have different rules on how long an absence 
is acceptable to continue the course. 
At integration courses, the students are divided to either a normally or a slowly proceeding 
course. There also exists a rapidly proceeding course but currently there is no such course at 
CTC. The division is made according to a test in which students are evaluated in their skills in 
learning languages and mathematics. At CTC, the students of the slowly proceeding courses 
may be illiterate in their own mother tongue and they may not have any basic education. Thus, 
before the integration course at CTC, they have attended literacy courses. 
Each course at the company starts from two language training modules and proceeds to two 
working life modules which include an unpaid internship. Overall, there are four modules 
which last altogether approximately one year. Officially, the aim of the course is to reach 
certain level in language skills, and in this case, it is B according to the Common European 
Framework of Reference for Languages. The level B means that the student is an independent 
user of the language and can speak and write Finnish about already familiar topics (Council of 
Europe N.D). The slowly proceeding course at CTC has 30 extra days to cover the gap in 
language skills. However, the extra time is spent on the internship.  
2 Overview of previous research 
2.1 The framework of Finnish integration policies 
Integration policies refer to a wider category which includes different courses and programs 
provided by the state and the municipalities, as well as general measures to ease access to 
labor market, nationality, family reunification, (further) education, and political participation 
(Onasch & Weide 2013: 177). The policies can also be described as a set of techniques which 
control multicultural development in a culturally and politically democratic way (Pyykkönen 
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2007: 201). In this chapter, I will introduce the Finnish integration system as well as present 
criticism towards integration and the system by various scholars.  
According to Pyykkönen (2007: 202), immigrants are integrated by teaching them the correct 
language, history, common civil skills and social system. Moreover, they are encouraged to 
participate in activities which increase their ability to build their native network. Sotkasiira 
(2017) argues that the Finnish integration system is rather slow. After possible time spent at 
immigration reception center, parental leaves, integration courses and vocational training the 
immigrant might have been in Finland for over a decade.  
Pyykkönen argues that the general aim of the integration measures is to secure the existence 
of the majority. The view can be justified with Foucauldian biopolitics; people’s behavior and 
their bodies are changed to please the majority. (Pyykkönen 2007: 202.) 
In the 1990s, immigration had increased to the extent that Finnish legislators wanted to 
establish the first integration model. The government argued that integration means the 
immigrants’ ability to participate in the society economically, politically and socially as equal 
members and that they have the same rights and duties than Finnish citizens. Simultaneously, 
they have the possibility to sustain and develop their own culture and religion in accordance 
with the Finnish legislation. The responsibility to succeed at integrating immigrants was 
assigned to several actors: the state, non-governmental organizations, the police, the church 
and representatives of economic life. (Lepola 2000: 175–181.)  
Earlier, integration was aimed only at certain immigrant groups. For example, people who 
moved to Finland because of family ties or studies did not receive any support in integration 
but, nowadays they may receive similar support than unemployed immigrants. Their situation 
in life, abilities to learn as well as their work and education experience may be examined to 
find out their needs. After examining their needs, they may attend a placement test to 
categorize their abilities to learn, for example, languages and mathematics. If the officials 
agree on the need for support in integration, they may attend an integration course. (Vuori 
2015.)  
Officially, Finnish integration policies aim at integrating newcomers chiefly through 
employment, although knowledge of the Finnish society has also been deemed more and 
more important (Onasch & Weide 2013: 202–203). Above all, immigrants are expected to take 
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responsibility over their own lives: active participation in the civic society has been 
encouraged by the Ministry of Employment (see Pyykkönen 2007: 208). The Act on the 
Promotion of Immigrant Integration states that the purpose of the integration course is to 
teach language, literacy if necessary as well as deliver information and skills which promote 
employment and access to further education. Moreover, the purpose of the course is to 
support cultural and societal facilities and life management. (Laki kotoutumisen edistämisestä 
1386/2010, 20 §.) 
According to Kerkkänen (2008: 22), Finnish legislators see immigrants as representatives of 
their own culture and language groups, and not as individuals. Their cultures and languages 
are regarded as fundamentally different to the Finnish ones, and that is why the immigrants 
are to be integrated into the Finnish society – a notion that reveals biopower on the 
institutional level of the society (Kerkkänen 2008). The same tendency is visible in the Swedish 
context (Schmauch 2011).  
Welfare benefits are tied to participating in the integration programs, hence making them 
reciprocal. Especially immigrant job-seekers are guided to participate in the integration 
measures to gain information about the Finnish society and to learn either Finnish or Swedish. 
In the beginning of the 2000s however, the measures have increasingly entailed elements of 
conditionality and control. (Onasch & Weide 2013: 176–178; 200.) The discourse on 
intensification of integration measures has changed to a more controlling and demanding 
direction: it has even been suggested that immigrants had a lower social welfare benefit than 
Finnish citizens to reduce the attraction to migrate to Finland (see Sotkasiira 2017: 129).  
In the early years of integration measures, Finnish officials and legislators regarded 
unemployment as the greatest integrational problem. Thus, different measures to enhance 
the immigrants’ ability to find work was supported, those including, for example, language 
teaching, networking facilities and further education. (Lepola 2000: 176—178.) According to 
Vuori (2012: 261—262) however, it is problematic to focus on employment only in integration 
measures because it shuts out those who may, in fact, need different kinds of support in their 
lives, such as those who suffer from mental health and/or marital issues in addition to issues 
in making a living.  
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Aira Kurtti (2010) analyzed Finnish municipalities’ integration programs in their strengths, 
weaknesses and differences to each other. According to the study, the integration programs 
emphasized the importance to integrate immigrants into working life but, the representatives 
of industry and commerce were not invited to participate in creating the integration programs. 
Furthermore, the immigrants themselves were invited to participate in describing their own 
needs and service requirements in only a few instances. (Kurtti 2010: 31–32.) This view is 
supported by Pyykkönen (2007: 203). Thus, the integration programs describe less the 
immigrants’ needs and more the civil servants’ perceptions. (Kurtti 2010: 34.)  
Pyykkönen (2005) has studied the role of immigrant associations in the integration of 
immigrants in Finland. As his theoretical framework, he used Foucault’s theory of 
governmentality. According to him, immigrant associations have since the end of the 1990s 
taken more responsibility in the integration of new settlers as the immigrant administration 
has preferred the associations’ ability to activate immigrants and prevent their exclusion from 
the society (Pyykkönen 2005: 162).  
In the name of promoting immigrants’ own cultures, the associations activate people by 
offering them language training, sports clubs and other useful hobbies. This, Pyykkönen states, 
is a two-way process: on the one hand, the immigrant associations give the individual 
immigrants a channel to communicate with the Finnish immigrant administration on the 
collective level and on the other hand, the immigrant associations may spread useful 
knowledge, official vocabularies and truths from the immigrant administration to the 
individual immigrants. (Pyykkönen 2005: 167–170.)  
Sotkasiira (2017) reminds that neoliberal intensification of the field of integration has also 
included elements of digitalization. Many of the services provided for immigrants, who do not 
know the language enough, are provided as electronic ones. Thus, Sotkasiira argues, the 
efforts to intensify integration fail as the work with the services must be done twice: first the 
immigrants’ issues are discussed with officials and then the immigrants are guided to use the 
electronic services. (Sotkasiira 2017: 134.) This decreases the autonomy of the immigrants and 
reduces their possibilities to follow up their own situation. Moreover, the relationship 
between the immigrants and the officials become faceless which reduces immigrants’ 
confidence in Finnish officials.  
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In terms of the integration legislation and institutional practices, integration seems to be a 
process conducted by an individual, not by a community. Public discourse of integration is 
dominated by emphasis on individual responsibility. According to the discourse, ideal citizens 
are active and responsible not only for their own life but also for the lives of their next of kin. 
(Vuori 2012; Schmauch 2011.) This approach does not, according to Vuori, ensure that every 
individual would be treated equally in the Finnish society nor that they would be equally 
supported in participating in the society. Neither does the approach ensure that everyone 
would eventually associate themselves with the Finnish citizens. (Vuori 2012: 261—262.) 
In contrast to Vuori (2012) and Schmauch (2011), the Finnish Ministry of Interior sees 
integration as a process creating change that happens on cultural and societal levels. However, 
the advisory board for refugee and immigration issues sees integration as something that is 
happening for the immigrants individually, and is not focused on culture but equal status with 
Finnish citizens. The Ministry states that the goals of educating immigrants are equality, 
functioning bilingualism, correspondence of diplomas and multiculturalism. (Lepola 2000: 
206—209.) 
According to Vuori (2015), the integration measures in Finland have suffered from a silo effect: 
the labor political actors take care of the immigrants’ employment while the municipals’ social 
workers and other officials provide other kind of support. Yet, integration as a personal 
process has obviously not suffered from the same effect: integration is part of individuals’ 
personal life and it should be supported comprehensively and not only career-wise or when 
problems emerge. Thus, Vuori argues, the officials and experts from different organizations 
should cooperate more to provide the immigrants with comprehensive support. (Vuori 2015.) 
Vuori (2012 & 2015), Schmauch (2011) and Lepola (2000) argue that partially, immigrants as 
individuals are responsible for fulfilling the multiculturalist ideal which refers to the 
immigrants’ ability to act in two cultures. They need to reach multiculturalism whereas the 
society needs to consider the cultural background of the newcomers (Lepola 2000: 206–209). 
In other words, Lepola argues that integration in Finland is a two-way process but the 
immigrants still seem to be more responsible for it. The setting creates a tension between the 
Finnish society and the immigrants: the immigrants should find employment and the society 
takes care of the integration measures. 
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2.1.1 Integration plan  
To implement the integration policies in the 1990s, an integration subsidy system was founded 
to secure the livelihood of immigrants during the integration process. To receive the 
integration subsidy, immigrants were to commit to an integration plan created together with 
officials. (Lepola 2000: 176–178; Vuori 2015: 397.) In practice, the integration subsidy is the 
same than unemployment subsidy: the terms, conditions and the money sum are the same.   
Vuori (2015: 397) argues that the integration plan has been useful mainly to the officials 
working with the immigrants, and not to the immigrants themselves to the same extent.  
In the 1990s, some legislators argued that calling the integration plan a ‘contract’ was 
misleading because it is, in fact, obligatory for an immigrant to create one. Furthermore, some 
other legislators suggested that were immigrants complied poorly with the integration plan, 
an extension of their residence permits should be rejected. (Lepola 2000: 182—183.) Similarly, 
Miikka Pyykkönen (2005: 171) states that the contract of integration plan is ‘based on the 
rhetoric of rights’, meaning that the immigrants have a ‘right to make a contract that defines 
their subjectification project’. In practice, the integration plan is the same than employment 
plan for the unemployed. 
The integration plan requires the immigrants to participate in coordinated measures of 
integration, such as education, job-seeking, rehabilitation or other kind of ‘pseudo-work’ 
(Pyykkönen 2005: 171) in a similar way than unemployed are steered to activities meant to 
reattach them to the society (Rose 2000: 158). In 2017, the integration plan and unpaid 
training are still crucial parts of the Finnish integration program.  
According to Pyykkönen (2005: 171), the meaning of the integration plan is to change 
unemployment or non-integration into practices of activeness that resemble working 
conditions even though the immigrants will not get paid for them. These activities are 
considered acceptable enough to steer the ‘risk groups’ – unemployed, immigrants, disabled, 
drug addicts – back to the ‘normal society‘ (Pyykkönen 2007: 198).  I will come back to the 
activation measures as well as the concept of risk later.  
The measures supporting integration were set to increase the immigrants’ knowledge and 
skills needed in the Finnish society as well as to increase their ability to control their own lives 
and reconcile the Finnish and their own cultures. Even though unemployment has been 
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regarded as the biggest problem in integration, the integration plan was not to concern only 
those who looked for a job but also those who stayed at home, for example taking care of the 
children. Indeed, one of the goals of the integration measures has been to increase gender 
equality. (Lepola 2000: 179–181.) 
2.2 Governing unemployment 
After describing the field of immigrant integration in Finland, I widen the scope for a while to 
discuss unemployment policies in Finland. There are several resemblances between governing 
integration and governing unemployment and that is why it is useful to familiarize oneself 
with the policies before digging deeper into the field of integration. 
Governance of unemployment may be used as triangulating research in studies of governance 
of integration. In the same way than immigrants, unemployed must comply with the rules of 
Employment and Economic Development Offices (TE Offices) to receive welfare benefits. 
Furthermore, the unemployed must create an employment plan with TE Office, just like 
immigrants must create an integration plan. Following the plan and reporting about breaches 
is crucial to receive the welfare benefits. 
Mitchell Dean (1995) studied unemployment in Australia and how government tries to reduce 
the risk of long-term unemployment or marginalization in his article ‘Governing the 
unemployed self in an active society’. According to Dean (1995: 568), the government of the 
unemployed in Australia categorizes the unemployed people according to their risk of 
becoming dependent on the welfare society, and tries to maintain their ‘job readiness’ (p. 
572) or ‘employability’ as in Mazouz (2015) and Rose (2000).  
In his article Governing Liberty, Nikolas Rose (2000) discusses how unemployment is governed 
in contemporary societies, especially in the English-speaking world. He understands governing 
as a perspective that reveals the variety of calculated attempts to conduct people and things 
– it is not anything tangible like institutions or structures but it means, for example, thoughts, 
programs, acts and counter-acts. Liberalism, starting in the late 1800s, governs by making 
people free but in a way that they are still linked to norms, values and techniques of civility. 
(Rose 2000: 143–144.)  As Dean (2010: 188) argues, freedom means the ability to be free if it 
is practiced in the way the government wants.  
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In the 1990s, Finland suffered from the largest unemployment wave in its history. To solve the 
problem, the state decentralized, restructured, privatized and commercialized some public 
services. Something had to be done with the extraordinary unemployment figures as 
unemployment generally causes double costs to the state: on one hand, in the form of the 
unemployment benefit and on the other hand, in the form of unpaid taxes. (Kananen 2014: 
149—150.) The mass unemployment of the 1990s created a market for contracts of definite 
durations and, since the 2000s, the public sector has faced incredible pressures to 
reorganization and intensification (Saastamoinen 2010: 241). 
In 1995, the Finnish unemployment benefit changed to be reciprocal: for the first time, the 
government legislated that unless the unemployed accepts a job offer, the unemployment 
benefit may be reduced. In addition, the unemployment benefits started to tighten further 
from 1995 onwards. (Kananen 2014: 145—150.) This change illustrates the type of freedom 
Rose (2000) and Dean (2010) discuss: as long as you act in a desirable way, you may be free. 
In this case, the desirable way of acting was accepting a job offer. 
A large proportion of immigrants in Finland are unemployed (Tuori 2009: 30—32). When 
immigrants become unemployed they have a double disadvantage: being a foreigner and 
being unemployed. They are not seen as individuals anymore but only as representatives of 
these two disadvantaged groups (Schmauch 2011). Adapting Foucault’s (1980: 286—301) 
ideas, it can be said that the majority perceives unemployed immigrants as incapable, 
deficient and passive. To control the unemployment among immigrants, they are set aside to 
the integration courses. There, they are not considered as people within a society but 
immigrants within activation measures. 
In the same way than governing integration, the unemployed in Finland are widely tried to 
push to activation measures that increase their possibilities to find work in the future. The 
activation measures aim at increasing their ’employability’ or ’job readiness’. This is done by 
increasing the people’s ability to write applications and résumés as well as reinforcing their 
motivation and know-how. Instead of reorganizing the job market structures and creating new 
jobs, people are activated to find work themselves. (See Haikkola, Näre & Lähteenmaa 
submitted: p. 4.)  
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In Lotta Haikkola’s (submitted) article, frontline workers of TE Offices try to activate young 
unemployed clients to apply to any workshop, education, internship or unpaid work even 
though the client is not particularly interested in the field. The needs of the labor market are 
primary and the needs and desires of the young unemployed are secondary – if considered at 
all. The most important aspect seems to be that the unemployed did something, that they 
were not inactive – even though they would have education starting in a few months. The 
unemployed youth are encouraged to become motivated, joyful and active job-seekers. 
(Haikkola, submitted.) Dean (2010) explains the findings of Haikkola with wider phenomenon 
of neo-paternalistic diagnoses and welfare societies becoming workfare societies: to work, 
either with pay or without it, is the force that keeps the capitalist society running. 
According to Haikkola’s (submitted: p. 10) article, activity and motivation are not the most 
crucial elements in the employment services: complying with the rules is even more 
important. Haikkola noticed that the young clients with a clear career plan are sometimes 
appointed to apply to any education or unpaid internship only to teach them a lesson about 
TE Office rules. Motivation and activeness is often required only because of TE Office’s rules 
and not because of the client’s personal desires. (Haikkola, submitted: p. 11.) Furthermore, 
according to Haikkola, the frontline workers of TE Offices are devoted to their work and they 
have a strong belief in the services they provide. The client relationship is considered 
successful when the client ends up in any activation measure. (Haikkola, submitted, p. 13—
15.) 
In this chapter, I have introduced the most prominent and relevant studies regarding this 
research. I have introduced the integration administration in Finland as well as criticized it 
with the help of other scholars. Moreover, I have linked governance of integration to the 
governance of unemployment. Now we can move on to the theoretical framework and the 
main theoretical concepts of this research. Next, I will introduce the ideology of neoliberalism 
which is linked to the three subsections of the chapter: Foucauldian governmentality, risk 
management and employability, and the precariousness.  
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3 Theoretical framework & main concepts 
3.1 Neoliberalism creating active and free citizens 
Neoliberalism is a political ideology that emphasizes rationality and individual freedom and 
responsibility. However, there is no widely accepted definition for neoliberalism. According to 
Foucauldian view (McNay 2009), neoliberalism has affected Western societies from the 1700s 
onwards by increasing the control of e.g. mortality and birth rates. Furthermore, neoliberalism 
is a model of governance and an indirect mechanism to control individuals by the means of 
economy (Foucault 2010; McNay 2009: 57).  
More recently, neoliberalism has increased the amount of commercialization and 
decentralization in production and in job markets from the 1970s onwards. At the time, the 
ideology emerged from social and economic thinkers who had been ignored earlier (Standing 
2014: 8—9). Neoliberalist values emphasize that individuals have the same possibilities in life 
despite their class, ethnic background or gender (Parviainen, Kinnunen & Kortelainen 2016: 
11).  
In general, neoliberalist values seek to extend market rationality towards public services to 
make individual and institutional conduct more efficient and competitive (Dean 2010: 268). 
There are many variants of neoliberalism (Dean 2010: 72—73; 176) but in this research, I 
discuss neoliberalism in general.  
In the United Kingdom, Margaret Thatcher’s policies are the most infamous example of 
neoliberal practices. According to Dean, Thatcher was among the first ones to rhetorically 
distinguish between society and government to create individual freedom which gave the 
government the possibility to leave individuals’ problems to themselves. (Dean 2010: 177—
179.) According to Dean, Thatcher’s policies led to a government, the message of which was: 
‘We will assist you to practise your freedom, as long as you practise it our way.’ (Dean 2010: 
188.)  
Freedom is indeed a crucial element in neoliberal ideologies: individuals must become free 
subjects which does not mean, according to Dean (2010: 182), emancipated subjects but 
virtuous, responsible and disciplined ones. Being a subject means submitting to power as well 
as performing one’s acts and decisions (see Saastamoinen 2010: 234).  
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From the 1970s onwards, neoliberalism expanded to cover the whole society. Social services 
began to be organized in economically rational way: they were purchased from ‘quasi-market’ 
within which different providers competed. Suddenly state-funded systems, NGOs and private 
companies were on the same line competing on the society’s investments. (Rose 2000: 159.)  
Advocates of neoliberalism back in the 1970s criticized the centralized government which, 
according to them, was too bureaucratic and regulatory. With the help of their measures, 
unemployment rates would decrease and the economic growth would accelerate. (Standing 
2014: 9.) Neoliberalism criticizes welfare society for being paternalistic and an example of 
social control. It should be replaced by individual freedom which often means social activation 
measures. (Dean 2010: 182.) From the 1990s onwards, the Finnish social policy has been based 
on those measures (Saastamoinen 2010: 232).  
Neoliberal values seem to have arrived in Finland in the 1990s to fix the historically high 
unemployment rate on the one hand and activate people living on welfare benefits on the 
other.  For example, receiving unemployment benefit started to mean not only job seeking 
but also attending to various trainings and workshops as well as applying for different 
educations or unpaid internships.  
Many scholars argue that neoliberalism have shifted the responsibility of unemployment to 
the unemployed people instead of the society’s structures (Dean 2010; Harjunen 2017; 
Standing 2014; Haikkola, Näre & Lähteenmaa submitted). Saastamoinen (2010: 232) argues 
that also citizenship itself has become more reciprocal than rights-based.  
Neoliberalism has also affected the job markets globally: even though full-time and 
permanent work was mainly restricted to adult men in the first place, neoliberal processes 
increased the number of fixed-term, casualized or in other ways insecure contracts. 
Unemployment became like working itself: unemployed people – now called job-seekers – 
had to improve their skills in job search and to participate in activation measures, which 
brought them back to the regime of control called freedom and choice. (Rose 2000: 161). 
According to Harjunen (2017), neoliberalism has also affected the bodies of people. 
Neoliberalist values have started to define what kind of a body is acceptable: it requires certain 
level of healthiness and productivity. The ideology of health, ‘healthism’, can be perceived as 
neoliberal governance which creates certain kind of bodies and healthy citizens which 
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contribute to the productivity of the society. (Harjunen 2017.) Harjunen does not use the 
Foucauldian words biopower or biopolitics but the ideas remain the same.  
Similarly, as responsibility for integration has been shifted to immigrants, responsibility for 
being healthy and paying for one’s costs in health services has been shifted to individuals. On 
one hand, human body should remain healthy to be as profitable as possible and, on the other 
hand, people must consume money on health products and services. Being a healthy citizen 
means being socially acceptable and morally normal. (Harjunen 2017.) 
Intensification of integration measures derives from the discourse on scarce resources in 
terms of ever increasing number of immigrants in Finland. Minimizing expenses is pursued by, 
for example, making integration services digital and making the immigrants themselves even 
more responsible for their own integration. The society becomes responsible for rewarding 
the ones who succeed and disciplining those who fail in integration. (Sotkasiira 2017.) 
3.1.1 Governmentality  
According to Foucauldian view, neoliberalism is a paradigm for governmental reason. It allows 
conducting by individualization so that there would be no need for governmental intervention 
or punishments. ‘Governmentality’ is Michel Foucault’s famous concept for a modern form of 
political rule which is legitimized by rational conduct of individuals and social affairs. (McNay 
2009.) Foucault’s description of prison institution and its functions sets the base for the study 
of governmentality, which has been continued by several scholars ever since his work was 
published in French in 1975.  
In Discipline and Punish, Foucault describes how punitive practices have changed from the 
1700s onwards as neoliberalism has been intensified. He begins his analysis with a detailed 
description of the torture of Damiens who had murdered his own father. Public execution was 
popular entertainment at the time but, soon it was realized that torturing and shaming of 
criminals did not decrease crimes.  (Foucault 1977; 1980.)  
Foucault uses prison as a metaphor for different social fields such as a working place or a 
monastery (Foucault 1980: 269). Foucault brings his description to the societal level and 
explains how prison is in fact not the only institution in which power emerges and in which 
bodies of prisoners become targets of power. Similarly, the integration course studied in this 
research is a field of power–knowledge relationships. The targets of power become 
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individualized and self-sustaining so that there is no need for governmental interventions 
(McNay 2009). Thus, Foucauldian power governs by making people govern themselves. 
According to Foucault (1980: 304–306), the purpose of a prison has been sevenfold since the 
1830s: (1) changing the behaviour of the prisoner, (2) categorizing and isolating the prisoners, 
(3) changing the punishment according to the behaviour of the prisoner, (4) the duty and the 
right to work in the prison, (5) educating the prisoner, (6) specialized personnel supervising, 
and (7) adjusting the prisoner to the society after the imprisonment. Metaphorically, the 
immigrants of the integration course are prisoners who need to be educated and changed 
according to the needs of the society.   
Foucault criticizes the prisons’ inevitable feature of producing criminals: the prisoners are 
isolated and made to work for something meaningless for them – they are not considered as 
people in society but only prisoners in prison. In fact, already from the beginning of the 1800s 
it has been clear that prisons do not decrease the number of criminals in society. Yet the form 
of prisons has remained the same. (Foucault 1980: 299–301.)  
Foucault groups criminals into three different types according to previous literature: (1) clever 
criminals who are vicious, (2) undisciplined and passive criminals who end up committing 
crimes because of their negligence, and (3) incapable and deficient criminals who are unable 
to act in a persistent manner (see Foucault 1980: 286–287). This typology is made for the 
purposes of criminology. Indeed, Foucault states that power and knowledge are intertwined. 
By grouping criminals into different types the science may produce knowledge about them 
and use power against them (Foucault 1980: 287–288). 
Foucault (1980; 1998) examines power as a productive force which dynamically influences as 
actors’ subject positions and relations. Subject positions mean individuals’ positions in 
different frameworks of power practices, such as at school, at working place or as a consumer 
(Kaisto & Pyykkönen 2010: 9). On one hand, subject means being a subordinate and on the 
other hand it means producing oneself independently (Saastamoinen 2010: 234).  
Foucault explains how power itself is not a privilege a ruler possesses but a strategy and a 
technique. Power and knowledge are prerequisites for each other and thus, a person does not 
produce knowledge but, knowledge is produced in the power–knowledge relationship and in 
its processes and struggles. Therefore, according to Foucault, it should be clear that 
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knowledge is not free of power and that in developing knowledge, power is always present. 
(Foucault 1977: 26—30.)  
Foucauldian power is thus not a zero-sum game in which a ruler has power and the people do 
not – rather, it emerges from loose and changing assemblage of governmental techniques, 
practices and rationalities (Dean 2010: 40). The nature of power is productive: it produces 
certain kinds of subjects instead of only ruling them (Pyykkönen 2007). 
Finally, power–knowledge relationships subjugate human bodies by making them objects of 
knowledge. The human body becomes the ‘body politic’ (p. 28) – whereas human soul, derived 
from punishment and supervision, becomes the prison of the body. (Foucault 1977: 26–30.) 
3.1.2 Risk management & employability 
In this chapter, I will discuss a crucial aspect related to governmentality studies and the 
criticism of neoliberalism: risk management. The theme of risk is especially emphasized in 
Rose’s and Dean’s work (Rose e.g. 2000; Dean e.g. 1995). Saastamoinen (2010: 232) argues 
that risk management has emerged as the industrialized societies have developed further and 
instead of distributing wealth evenly they have started to distribute risks with justice. Active 
citizenship leads to individuals acting as units of personal risk management and taking 
responsibility of their own well-being while the state may focus its governance on the passive 
citizens (Saastamoinen 2010: 233—234).  
Dean (1995: 574) uses Foucauldian terminology in explaining how the society governs risks 
and makes individuals govern themselves: in an active society, the unemployed are called job-
seekers to emphasize their activity but, instead of only applying for jobs, the job-seekers are 
to participate in different activation measures including, for example, language courses or 
internships.  
In the Australian context, the money given to the unemployed was framed from the 1980s 
onwards as ‘income support’ instead of the welfare society’s ‘unemployment benefit’ (Dean 
1995: 567–568). These changes, Dean states, created a reciprocal relationship between the 
unemployed and the state: instead of being eligible for the unemployment benefit as a tax 
payer or as a citizen, the job-seekers must show activity to earn the income support (Dean 
1995: 574; Rose 2000: 161). The same reciprocal relationship and requirement for activeness 
remains also in the Finnish context. 
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Another conceptualization for the same phenomenon is Kananen’s (2014) workfare model: 
according to him, the Nordic countries have changed from welfare to workfare societies. The 
reciprocal relationship resembles the relationship between the immigrants and the 
integration administration in Finland. Similarly, the immigrants are to create an integration 
plan which is framed as an agreement but really is an obligation. Moreover, the immigrants 
are to attend a placement test before the integration course, in the same way than the 
unemployed in Australia (Dean 1995: 568).  
According to Pyykkönen (2005: 163—166), the immigrant administration has moved from 
humanitarian immigration policy to economic immigration policy which, in Foucauldian terms, 
leads to risk management of immigrants. The immigrant associations are expected to act in a 
risk-preventive way and to integrate immigrants to form a coherent society without 
marginalized and excluded immigrants. In integrating immigrants, Pyykkönen argues, the 
associations thus activate people because active people tend to take responsibility of their 
own education and employment.  
Moreover, Pyykkönen explains that no other issue related to migration is as studied as 
immigrants’ level of integration: In order to manage risk created by migration, calculations – 
scientific knowledge and statistics – are needed (Pyykkönen 2005: 166). This is what Foucault 
(1998: 37–38; 73–74.) discusses: knowledge and power are intertwined in governing 
individuals. To conduct for example sexual behavior, medical doctors have categorized 
different types of deviant sexualities. The character of risk is related to knowledge because 
risk management is justified with rationality; risk management is thus governmental and 
political (Dean 1999).  
According to critics of neoliberalism, the ideology strengthens exploration and problematizing 
of risks as well as individualizes risks. Individualization of risks means that individuals are more 
and more responsible for anticipation of risks and maintaining their own security. Calculations 
of individuals’ living conditions and choices become more and more common because of 
neoliberal values (Helén 2010: 41).  
In addition to immigrants, other groups are also governed by risk management. Personnel 
administration at different organizations may be scrutinized in terms of risk management: 
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because of neoliberal tendencies, hiring employees has become more insecure and their 
contracts have become shorter and shorter.  
3.1.3 Precariousness 
Thus far, I have discussed the main concepts around the theoretical framework which Foucault 
first introduced. As my field work proceeded, I noticed that the teachers at Career Training 
Center (CTC) are governed in addition to the students. To theorize the position of the teachers, 
I use the concept of precariousness or the precariat which refers to the teachers’ position at 
CTC.  
In his classic The Precariat, Guy Standing (2014) describes how neoliberalism has brought 
forward the new social class of precariat. In addition to the traditional working class, the 
precariat nowadays includes cleaners, care workers, migrants as well as creative workers, who 
have globally started to claim their rights. Many other groups belong to this new class as well, 
but according to Standing (2014: 6), they remain hidden because they are living in fear and 
insecurity. They are blown adrift and perhaps agitated by their position in the society. 
According to Standing, they are a new political monster, the power of which we are yet to 
witness in the form of populist extreme right or extreme left movements. (Standing 2014.) In 
many parts of the Western world, Standing’s predictions have already come true up to the 
present.  
In the 1980s, neoliberalism affected the birth of the precarious class in that it made the job 
market more flexible. Neoliberals argued that it was necessary to make the market more 
flexible to prevent the jobs from escaping abroad.  Standing argues that there emerged 
different dimensions in flexibility: wage flexibility (often downwards), employment flexibility, 
job flexibility, and skill flexibility. All dimensions affected the wellbeing and feeling of security 
of the employees. The neoliberals argued that it was the necessary price for the economic 
wellbeing. (Standing 2014: 9—10.) 
According to Sotkasiira (2017), the field of integration has recently been perceived as a field 
of costs on one hand and resources on the other. Every type of immigrant group is nowadays 
perceived as potential work force. In this respect, integration can be perceived as cultivation 
of this work force. Sotkasiira (2017: 121) reminds that the discourse on intensification of 
integration services has begun around 2015 when there were an unexpected number of 
  22 
asylum seekers: the newcomers had to be integrated into the European values as quickly as 
possible. This requires more and more flexibility of the immigrants themselves. 
In the Finnish integration field today, it seems that the integration measures, which cannot be 
set in the framework of productivity, are outsourced to NGOs and individual immigrants by 
the government. According to Sotkasiira, the immigrants themselves would want to find work 
as soon as possible but in Finland, they need to educate themselves first. (Sotkasiira 2017.) 
Sotkasiira does not discuss the kind of work the immigrants would like to find. Are they willing 
to receive any kind of a job, even precarious one? Standing (2014) agrees with Sotkasiira and 
continues that the migrants left unemployed become frustrated because their long-acquired 
skills and expertise are not utilized. Standing calls it a ‘frustration effect’ (p. 194).  
According to Standing, the nature of the flexible labor market creates tensions between the 
middle class and migrants and unemployed respectively. In rich OECD countries, the middle 
class has blamed migrants and unemployed for laziness and taking the locals’ jobs. The middle 
class also feels it is paying the bills of the lazy and poor.  According to the public discourse in 
rich countries, migrants are condemned until they prove innocence. These tensions become 
systemic, they are not coincidental. Migrants are thus de-citizenized – they become a lower 
precariat of denizens. (Standing 2014: 194—195.)  
4 Research questions 
Drawing from the previous literature and the theoretical framework presented above, my two 
main aspirations are to find out the ways in which the students and the teachers are governed 
at CTC and what kind of subject is the governance creating. In addition, to draw bigger picture 
of the context in which the courses are organized, the third aspiration is to find ways in which 
Finnishness is represented at the courses.  
Towards these ends, I have outlined the following research questions:  
1. How are the students governed? 
2. How are the teachers governed? 
3. How is Finnishness represented? 
To explore the main research problems more in detail, I have set some helpful sub questions 
to guide me in the analysis. Specifically, I will find out what is assumed of the students and 
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what kind of working life are they pushed towards. The question is relevant as the student 
groups are diverse and obviously grown-up – it is problematic if there seems to be unilateral 
measures to push them towards certain work. 
To find out ways in which the teachers cope with governance, I will dig deeper to their 
conceptualizations of teachers’ work and constructions of their professional identity. Previous 
literature has not offered relevant outlooks about the teachers’ position at integration courses 
and how the neoliberal changes in the welfare societies discussed above have affected the 
teachers. To understand better how governmentality affects everyone in society, it is relevant 
to study the teachers’ perspective. 
The integration courses are organized in the Finnish context. Thus, I also want to explore the 
representations of Finnishness at the course. The question is relevant in terms of Kerkkänen 
(2008), who argues that integration would not be organized at all were the immigrants not 
regarded as fundamentally different to Finnish citizens. The students are guided towards the 
Finnish working life and thus it is relevant to ask how is Finnishness represented at CTC.  
5 Methods 
To answer the research questions, I conducted participant observations at integration courses 
and at the course premises, including the staff room and the halls between the classrooms. 
Furthermore, I interviewed three teachers and one other staff member who is superior to the 
teachers and course coordinator at CTC. In addition to field notes and transcribed interviews, 
my data includes pictures of the classroom walls which were filled with posters made by the 
students and the teachers.  
In addition to ethnographic methods presented above, the methodology of this research 
includes elements of a case study as well. This research is a case study of governance of the 
students and the teachers of the integration course in neoliberal context. According to Elina 
Pekkarinen (2010: 46–49), case study research may aim to both understanding a phenomenon 
and gather information about it. This study will do both, because Career Training Center has 
not been under academic scrutiny before. It is not enough, however, to only conduct 
interviews and observations and take pictures because a case study researcher should also 
use relevant theory and methodology to validate the results (Pekkarinen 2010: 46–49). Case 
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study as a method contributes to developing governmentality studies by adding practical 
knowledge to the theory. Theory and practice are equal in this respect (Flyvbjerg 2006). 
Conducting observations and interviews as well as taking pictures of the premises is justified 
because with only one of the data type I could not have been able to collect as rich data as I 
did. As Tolonen & Palmu (2007: 90) note, interviews often enrich the observational data 
because interviews may reveal some information that could not appear with observations 
only. This also happened to me: I could not have known about the teachers’ working 
conditions by only observing their work. On the contrary, by only interviewing I would have 
been dependent on the interpretations of the interviewees and I would not have been able to 
form my own interpretations (Tolonen & Palmu 2007: 92). The pictures of the posters, in turn, 
seem to tell another story from observations and interviews. The posters on the class room 
walls shed light on the representations of Finnishness as well as on the career paths the 
immigrants are guided to. 
Tolonen & Palmu state that action is more respected than silence in the Finnish society. Thus, 
a researcher may easily observe only action but, it is useful to ponder what is left outside the 
observational work. (Tolonen & Palmu 2007: 94.) For example, I did not observe the breaks of 
the students but only the breaks of the teachers. Thus, I never noticed what the students 
talked about with each other and in which language. Yet I decided that observing the staff 
room was more interesting as the teachers revealed their emotions about their work to me as 
they were in a semi-private room.  
As I use observations as one of the data collection methods, I regard my findings both as 
evidence of the phenomenon and as an indicator, meaning information that is used as indirect 
evidence of a question that I am looking for an answer. As I spent a long time at the company 
premises, I seek to build rapport between myself, the students and the teachers. Generally, 
the longer the time in the field, the more trusting and respectful atmosphere will be created 
(Alasuutari 2011). 
According to Gibson and Brown (2009: 102), observational work includes data analysis 
because while observing, the researcher decides what is relevant and reflects its character 
and, is thus producing data and not only collecting it. In this research, I commit to this more 
reflexive approach in the observational work. Towards this end, I have written a research diary 
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during the research process to remain reflexive and to analyze my own thoughts after the field 
work. I have added a separate chapter on reflexivity in the chapter 8.1 of this thesis. 
Moreover, I will use some analogous researches to triangulate and validate my research. The 
concept of triangulation comes from geometry and trigonometry: using two spots to navigate 
a third spot. In my case, triangulation means using several methods and theories to validate 
the results from the company under scrutiny. (Stake 1995.)  
I have used several studies as analogies: I compare integration with unemployment, and 
integration courses with prisons. I have also used Sarah Mazouz’s (2015) research on a French 
Youth Employment Center as an analogy – I compare the immigrants at the integration course 
and the youths at the employment center. Similarly to the integration course, the youths are 
also tried to be integrated into the society by transforming them from unemployed to 
‘employable’ people. By using cases analogous to each other, I can find some significant 
similarities as well as differences (Haila 2007). 
5.1 Analysis method: content analysis 
To analyze the observational data as well as pictures and interviews, I use data-driven and 
theory-driven content analysis method. Using both theory and data in the analysis allows me 
to use the best practices from both approaches. After transcribing the data, I started to skim 
it through and to mark down my thoughts about possible codes. After a couple of read-
throughs, I could formulate more coherent codes in a data-driven way on a Microsoft Excel 
sheet. I created a sheet for every type of raw data – field notes, interviews and pictures – 
because they were so different in content and style.  
After creating the codes, I started to group them. I reformulated the groups iteratively with 
the help of the research questions and theoretical framework. After every grouping cycle, I 
came back to reading more previous studies and reformulated the codes and the groups. This 
way, the coding process was both data-driven and theory-driven.  
During the coding process, I kept writing research diary to mark down every possible seed of 
analysis. Often, ideas of the meanings of certain parts emerged randomly, so I tried to write 
them down as soon as possible. Finally, the code groups and the research questions were 
parallel. Thus, I could dig deeper in the analysis and answer the research questions with the 
help of the grouped codes.    
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As soon as clearer ideas about the most prominent themes and codes started to emerge, I 
began the writing process. As I started to write before the analysis was finished, I managed to 
reformulate and edit crucial conclusions early on.  
As the data is in Finnish only, the excerpts on this thesis are translated in English by me. In 
addition to translating, I changed the language to somewhat more standard language instead 
of marking down every hesitation and repetition. Yet, I left the colloquial style in the excerpts 
to emphasize the everyday style the material is written. In the process of translation, it is 
possible that certain phrases have changed. However, I made sure that the meanings remain 
the same in the Finnish and English versions. 
6 Materials 
6.1 Getting access to the field 
In the beginning of the thesis project – in the spring 2016 – I was interested in exploring 
integration in general in terms of power relations. I was curious to find out what kind of power 
is visible within the context of integration activities. I was about to collect data at a non-
governmental organization (NGO) for immigrant women at which I also worked as a volunteer 
– thus, the employees knew me. The original plan was to observe integration workshops and 
language courses as well as to interview the employees of the NGO.  
Contacting the executive director of the NGO turned out to be complicated as she seemed 
extremely busy. Yet, after I clarified the ethical guidelines at the University of Helsinki, she 
promised to consider the research plan and to inform me about the result. Finally, as time was 
running out to conduct the observations anyway, I called the executive director. To my 
disappointment, she denied my access to the field on the plea that their customers would not 
necessarily understand where their stories ended up – even though I did clarify that I 
understood my powerful and responsible position as a researcher. I even delivered her the 
reference of my supervisor to use the authority of an academic person. Still, the NGO 
understandably wanted to secure that their customers felt safe and that they did not feel 
followed in their daily life. The executive director also explained that integration issues were 
so topical that they constantly received research proposals to consider. Therefore, they had 
to restrict the number of researchers at the premises.  
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After the incident though, I continued as a volunteer at the NGO and saw another researcher 
at the premises studying immigrants’ access to labor market. Thus, there were indeed other 
researchers too to ask for research permissions, among which the executive director picks up 
the best ones. In her position, it is possible to decide what kind of research is conducted at 
their premises. Similarly, Kuusisto-Arponen (2016: 405) argues how municipal officials often 
have a powerful position to decide what kind of research is conducted and with whom, even 
though the research would consider the everyday life of the research participants, the life of 
which the officials seldom have perceptions.  
In the capacity of the executive director, it is possible to draw conclusions about the needs 
and feelings of their customers without truly having them decide for their own part. On one 
hand, the procedure illustrates the professional attitude at the NGO: they need to be sure that 
their customers feel safe. The NGO did not have any incentives to endanger the psychological 
wellbeing of their customers. On the other hand, the situation already illustrates the power 
present in the field of integration.  
After the denial of access to the first field, I started to explore other NGOs and training centers 
organizing integration courses in the summer 2016. I contacted a training company about my 
research proposal but they already had a thesis worker and obviously, they did not need 
another. Yet they seemed flattered about my attention because they gave me a couple of 
other company names to contact, one of which – Career Training Center – answered my e-
mail and granted a research permission. Nevertheless, probably because of the summer 
holiday season, I had hard times reaching the course coordinator but, in the end of the 
summer, she finally called me back and apologized for her disappearance – she had forgotten 
the issue.  
As the company’s internet pages did not tell anything about the integration courses, I asked 
the course coordinator about the practicalities on the phone. She willingly started to talk 
about the differences of the pathways the immigrants have ended up to – that there are ‘slow’ 
groups and ‘normal’ groups – and that the slow groups come somehow closer to the teacher 
and that the normal groups are more ‘Finnish-like’ in their calmness. I was surprised about the 
sudden flood of words to a stranger that I was. All in all, it seemed indeed that the NGOs and 
the companies in the field of integration seem to be very different fields of study to start with. 
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In the end of the phone call, we agreed that I would attend a meeting of teachers and the 
coordinator so I could ask the teachers in person whether I could observe their lessons. 
However, when the meeting day broke in the beginning of September, the coordinator was 
fallen ill and she had forgotten to inform me that the meeting was thus canceled. The course 
coordinator had mentioned me before because on the meeting day, two teachers who I met 
first recognized me after I told my name and that I was ‘the thesis worker’. The teachers 
welcomed me and asked me to come in even though there was no official meeting. Yet, after 
all the hassle, I finally had access to the field of study. 
I was prepared to introduce the study in detail to convince the teachers to allow me to observe 
their lessons. I was afraid that they would reject the permission if I was not careful enough – 
I already had an unsuccessful field experience at the NGO that I was first to study. However, 
the two teachers soon openly started to complain about their employer. Surprisingly enough, 
I was a stranger to them, but they seemed to be relieved that finally somebody came and 
listened to their worries.  
The teachers mentioned that they did not get enough pay, the teaching tools did not work 
properly, the premises were not cleaned often enough, and that the company makes profit 
with tax payers’ money. I had to ask many questions to stay with them – reasonably, they 
expected that I knew what was happening at the branch of immigrant integration. I felt though 
that I should have done my homework better. After their outburst of anger towards the 
company, they confirmed with me that the conversation was indeed confidential. They 
wanted the issue to go public but, they wanted to remain anonymous, especially for their 
superior and some other teachers who seemed favorable towards the company. According to 
the two, some other teachers kept arguing that at least they had a job so they should not 
complain.  
The two teachers gave me a permission to observe at their lessons and wanted to be 
interviewed for the study. I was relieved that I finally had access to the field of study but I was 
also confused because the teachers seemingly had different issues on mind that I had 
originally come to study. I was prepared for a field in which the immigrants would perhaps be 
exploited but I had no idea that the teachers felt exploited as well. 
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6.2 Description of the materials 
For this research, I collected data by interviews, participant observations and pictures of the 
course premises. Interviews as data collection method reveal the attitudes and identity 
conceptualizations of the interviewees. I added participant observations and pictures to 
diversify possible findings and to triangulate them. Ethnographic research often includes 
several data types. 
I conducted four interviews of about 1 hour in length. Three of the interviewees are teachers 
of the integration courses and the fourth one is the course coordinator who is the teachers’ 
superior. The interviewees are Finnish women and the interviews are conducted in Finnish. I 
chose the teachers according to their active willingness to participate and the course 
coordinator according to her status at the company – I was interested in considering 
employees’ and management’s points of view. The interviews were conducted in the fall 2016.  
The interviews consisted of questions about the interviewees’ work, what they enjoy about it 
and what they feel is challenging. Furthermore, I asked about the students, colleagues, 
management and atmosphere at the working place. I had two interview guides: one for the 
teachers and the other for the course coordinator. Yet the interview guides were quite similar. 
The interviews were semi-structured.  
The first and the last interview guide differed from each other as my field work was going on 
at the same time and I learned what was worth asking. During the first interview, I asked more 
about the procedures linked to the integration administration and during the subsequent 
interviews, I focused more on the integration course in question and the procedures at the 
Career Training Center. 
Furthermore, in addition to more official interviews, my data includes unofficial discussions 
with the teachers and the students. I wrote down field notes about these discussions later, as 
Tolonen & Palmu (2007: 92) did. The discussions often happened between the lessons and 
often in the staff room. I included the notes in the field notes and not in the transcribed 
interviews because official and unofficial interviews are not comparable: people take different 
roles and talk about different things when they are officially interviewed than in the everyday 
settings (Mietola 2007: 159).  
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The interviewees of this research are highly educated Finnish women. To increase validity in 
the research, more interviews could have been conducted to increase the diversity of the 
findings; not all teachers at Career Training Center are Finnish women. In this research 
however, I wanted to make sure that the three data types are equal to maintain a balanced 
research design.  
To increase validity in the research, other staff of the company could have been interviewed 
as well. The course coordinator was interviewed more as a representative of the company and 
not as a colleague of the teachers, and thus the interview did not quite reach to the personal 
thoughts of her. However, interviewing more staff of the company would have shifted the 
focus of the research to a case study of the company itself and not a case study of 
governmentality of the students and the teachers.  
I conducted participant observations at the lessons and at the teachers’ breaks in the staff 
room. The field work lasted from September 2016 to January 2017. I collected the data usually 
once a week because I worked part-time at another organization during the fall semester. 
Consequently, there were altogether 13 observation sessions of three student groups and five 
teachers – two teachers of the same groups changed during the field work. The field notes 
formulate 39 pages of typed up data. I visited five teachers’ lessons and thus I have discussed 
unofficially with more teachers than I officially interviewed.  
In addition to observing the courses and the teaching, I also observed the company premises. 
Specifically, some posters and signs on the walls as well as the facilities for the staff caught my 
attention. I took 21 pictures of the posters and signs and transcribed them into text files to 
anonymize the makers of the posters. It was also easier to handle the data when they were in 
similar forms. The text files formulate 7 pages of data.  
I used a mini laptop to write down the field notes. I regarded this as the best way as the small 
laptop did not draw much attention and it was the fastest way to write as rich data as possible. 
I did not want to end up in a situation like Lappalainen (2007: 125–126): She kept typing up 
her field notes at home until the early hours of the night and still forgot some important 
observations. However, at the staff room, I did not use the laptop as I did not want to seem 
writing notes on each teacher personally. Thus, I wrote down the observations from the staff 
room during the next lesson or on my way home.  
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The daily schedule of the integration course set pace to my field work. I divided the field notes 
into paragraphs according to the elements of the daily schedule: first lesson, first break, 
second lesson, lunch break etc. The program of the lessons contextualized the field notes. 
Beside the actual notes, I wrote down in italics my own thoughts, feelings and seeds of 
analysis. (Lappalainen 2007: 116–117; 127.) However, in the analysis I have also analyzed the 
text written in italics – consequently, I reached meta level because I was able to analyze my 
own thoughts in hindsight.  
6.3 Ethics 
I wrote research diary during the whole project. In the diary, I reflected my own position and 
pondered questions regarding research questions, research ethics and analyzing the data. 
With the help of the research diary, I could bring up issues I had in the back of my mind and 
come back to them later.  
Kuusisto-Arponen (2016) discusses research ethics and compassion in her article about 
ethnography in the field of unaccompanied asylum-seeking children. As she was studying 
people in a vulnerable position, she had to collect written consents from the research 
participants. However, she remains critical towards the procedure because collecting official 
signatures and documents from participants may give too much instrumental value to the 
documents themselves and even hinder the formulation of sensitive and confident 
relationship between the researcher and the participants (Kuusisto-Arponen 2016: 404).  
In this research, I did not collect written consents from research participants. Instead, I 
received a written research permission from the management of the company and I asked 
orally for a permission from each teacher before the observation session. This way, I created 
an unofficial atmosphere to increase equality between myself and the research participants. I 
tried not to represent the official-seeming academic world but instead I presented myself as 
a peer of the teachers. I noticed that the teachers associated with me when they started to 
ask me questions about my studies or my thesis. Sometimes they also started to talk about 
their own master’s theses and studies. Yet, clearly there always are power relations between 
research participants and the researcher. With the measures presented above I could only 
minimize the gap between us. 
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While maintaining the unofficial atmosphere, I also had to verify that the teachers understood 
that I acted as a researcher all the time and that I did not take breaks from the role even 
though the teachers took a break from their role. Yet the unofficial conversations during the 
breaks were the most interesting ones in terms of my research, so I could not leave them out 
of the research. I solved the issue by not referring to any individual teacher unless the quote 
is from the interview for which I had a clear consent. Yet I refer to their superior because she 
talks from the company’s point of view. Furthermore, I refer to the area in which the company 
works as the Uusimaa region to anonymize the company.  
Even though I had a written permission from the management and oral permission from each 
teacher I observed, there were other teachers and students, too, in the company premises. I 
could not avoid them in my observation because the teachers and students spend time in the 
same premises. Therefore, I had to extend the ethical consideration and the reflection of the 
research–participant relationship to everyone at the company premises (Kuusisto-Arponen 
2016: 405). Yet in my field notes I have wondered whether I could write down notes about a 
Finnish person sitting next to me.  
Conducting the interviews at the company premises allowed the interviewees to talk about 
their work while being in their professional role. Having a somewhat private room for the 
conversation was crucial to enable an authentic conversation instead of interviewees saying 
what they think their employer wants to be said. Before the interview of the course 
coordinator in the teachers’ room though, there was a teacher having her break in the room. 
The course coordinator tried to explain me that it was fine having another person in the room 
but I had to ask her to leave to arrange a somewhat private place for the interview. Still, the 
interview of the course coordinator was the least private because we were interrupted a 
couple of times by some teachers trying to have a break in the room. In addition, some of the 
teachers came in on purpose to ask the course coordinator about some teaching-related 
practicalities. The story of the course coordinator’s interview illustrates the lack of any extra 
space in the company premises.  
This research does not cover the perspective of the immigrants completely. During the 
participant observations, I could put myself in their place and use empathy in analyzing their 
position and the governance at the lessons. Yet, they were not interviewed nor their opinions 
asked. This can be criticized as creating power relations between them and myself as a 
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researcher but, to maintain a clearly defined research design, I leave the immigrants’ opinions 
out of the study.  
Now that I have described the methodologies, practicalities and ethics of this research, I will 
move on to the analysis. I have divided the next chapter into four parts. In the first part, I 
analyze the field notes from the participant observations. The part is divided into two 
subsections: physical premises and the lessons. In the second part, I analyze the interview 
data. The subsections of the part are the precarious position of the teachers, and distinction 
as a coping mechanism.  
The third part of the next chapter is about the posters and their rules and restrictions. The 
fourth part, in turn, deals with the notions emerged from all the previous data types. The 
fourth part is divided into freedom and future expectations of the students, bodily 
requirements of the teachers and the students, and representations of Finnishness. 
7 Analysis 
7.1 Physical premises & daily routines as elements of governance 
7.1.1 Governance emerging from course premises  
In this chapter, I will analyze the spatial character of the integration courses. Specifically, I will 
concentrate on explaining what kind of subject are the course premises creating of the 
students and of the teachers.  
The courses are held in a separate building from the Career Training Center’s headquarters on 
the other side of the city. The building is easily accessible by public transportation but it is not 
in the city center. Isolating the immigrant students to a distant place separates them from the 
other students CTC trains (e.g. Finnish employees) and emphasizes their special character and 
the division between Finns and ‘the others’. The isolation also separates the teachers from 
the other company staff, as the teachers are left alone with the immigrant students, and the 
teachers’ superiors have their own office at the headquarters. Foucauldian discipline usually 
operates within closed and isolated space which is meant to make control and supervision 
easier (Foucault 1980: 261—275). 
Once I asked the teachers why the integration courses are not held in the same location than 
the other courses provided by the same company. One of them answered, laughing ironically: 
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‘But of course you can’t put the immigrants among those better off. The superiors are there 
[and we are here, EK]’ (field notes).  
In September 2016, when I started the field work at CTC, the integration course premises were 
divided into three sections on one floor: there were one third of the classrooms, one teachers’ 
room and one students’ kitchen on the right side, while the rest of the classrooms, another 
teachers’ room and two students’ kitchens were on the left side. The left side is divided into 
two sections. There is a big and empty hall in the middle of the left and right side which makes 
the premises empty-looking and spacious. Yet the classrooms and the teachers’ rooms are 
cramped for space.  
Even though the classrooms, the teachers’ rooms and the students’ kitchen were already too 
small for the number of students and teachers, CTC closed the right side of the premises and 
moved the classes and teachers’ room to the left side. Some of the teachers told me that it 
happened because the lease expired. I tried to ask more about the issue but no-one seemed 
to know about it. The teachers moving to the left side seemed to be upset and irritated by the 
change. Yet I did not hear anyone complaining out loud – it was as if the teachers were upset 
but they did not have the energy to bring it up. The irritation became apparent only when I 
asked about the issue.  
After the change, there were enough classrooms for every class but the teachers’ room and 
the students’ kitchens were cramped for space. For example, there were only four chairs for 
at least nine teachers in the teachers’ room, and coffee was almost impossible to make which 
is a default activity in any other Finnish working place. The next chapter from my observation 
session illustrates my feelings about the new teachers’ room: 
Hanna takes me to the new ‘facilities for the staff’: the room is a small cabin 
that every teacher uses. The room is smaller than the former teachers’ room. 
There is no window. There is one table and four chairs and a lot of stuff all 
over. There is also a coffee machine but no sink. The immediate superior of 
the teachers is present in the room. I feel anxious and I can’t recover from 
the lesson. I don’t feel like making coffee because it feels so troublesome. 
(Notes 5 October 2016) 
The facilities at the course premises affect the teachers’ work and their breaks during the day. 
The poor facilities and the lack of space seem to conflict with their expectations and offend 
their professional identity. They keep comparing the facilities to ‘real schools’ pointing out 
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that they do not have language studios, proper teachers’ room, ‘closets full of games and 
materials’, working computers or proper internet connection. They are not able to socialize 
with all the teachers as the classes must have breaks on different times because the facilities 
do not allow all the students in the kitchen nor all the teachers in the teachers’ room at the 
same time. Thus, the teachers do not seem to have opportunities to discuss their work with 
the other teachers except before and after the teaching day.   
It seems that the course premises lead the acts of the teachers to certain direction. They would 
like to socialize with their colleagues but the lack of space makes it firstly stressful and 
secondly awkward. They do not have enough space to rest and recover from the lessons nor 
a place they could be left alone even for a moment. After a few weeks of disorder though, the 
teachers’ room was cleaned and rearranged. After the rearrangement, there was a bit more 
space for everyone, more chairs and less things lying on the floor. In addition, the superior of 
the teachers is present only two times a week which makes the breaks more collegial and less 
hierarchical.  
There is a glass window from one class room towards the hall. In other classes, there are 
windows facing outdoors. The class rooms are like at regular schools: there are usually two 
seats next to each other, and the seats form lines and rows. There is a whiteboard and the 
teacher’s table in front of the class. The position of the seats form a school-like atmosphere 
which reinforces the feeling of governmentality (Rose 2000: 146). Yet the class rooms are not 
organized in a way that allows anyone to supervise the students or the teachers: in only one 
class room the window facing the hall allows imagined supervision from the hall (See Foucault 
1980).  As it is typical for governmentality studies that Foucault’s arguments are constantly 
tested (Kaisto & Pyykkönen 2010: 13), I argue that even though the windows do not allow 
straightforward supervision, other kind of governance is obvious. 
Each student group has their own class room but the rooms were often switched during the 
field work, apparently because there were new groups starting their courses. The teachers 
were also switched because many of them left the job and new teachers started at CTC. The 
teachers told me during the interviews and I also noticed it myself that the students became 
upset because of each change. Some teachers wanted to protect the students from too many 
changes because the irritated feelings of the students also make the work of the teachers 
harder. Some of the teachers, however, suggested that there should be more changes of class 
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rooms and teachers so that the students would get used to constant change. The justification 
to this view was that the life outside the integration course constantly changes and it should 
be taught to the students in a secure environment. One teacher even suggested a kind of high-
school model in which the teachers would circulate between the groups according to subjects 
they teach.  
Constant change indeed characterized the field work: on one hand, the change of the teachers 
and on the other hand, the change of the class rooms. Changes create an insecure 
environment at CTC in which I sometimes felt uncomfortable as a researcher. In addition to 
change, the cramped rooms create stress.  As the teachers seemed stressed out, I felt 
uncomfortable to ask a permission to observe at their lessons. Sometimes I blamed myself of 
asking in a too assertive way and sometimes I just did not know where I should sit to not be 
in the way. The course premises felt cramped and they hardly allowed any extra people to 
have breaks or to observe the lessons. 
In general, wage work changing to more risky and insecure creates an uncertain and neurotic 
atmosphere at the working places (Saastamoinen 2010: 238). To analyze constant change in 
line with the Foucauldian governmentality theory, usually it is required that the governed 
remain calm, organized and respect their superiors so that they would be easier to govern 
(Foucault 1980: 274). Yet, this view does not really suit to the constant change that the 
students and the teachers are facing.  
What kind of governance, then, is involved at the CTC premises? In Discipline and Punish, 
Foucault describes the punitive system and the functions of a prison to use it as a metaphor 
to contemporary power structures. According to him, the prison must be useful in the sense 
that it creates changes in the prisoner – without changes in prisoners the prison is deemed 
useless. (Foucault 1980: 280.) Thus, constant changes at the integration course make sense 
because they teach the students constant change that is happening outside the course. The 
students must be prepared for changes in their employment situation, changes in attitudes 
towards them as well as changes in their economic situation.  
Then again, the teachers must be prepared for constant change in their employment situation: 
they do not have permanent jobs so they need to be prepared for unemployment and to 
change their jobs. The students and the teachers thus become flexible and obedient (Standing 
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2014). It is useful to make the students believe that the TE Services could throw them out from 
the course and finish their livelihood at any point. Similarly, it is useful to make the teachers 
believe that CTC could stop giving them working hours at any point.  
Previous research has not scrutinized how soundscape affects governmentality. It seems that 
in ethnography, it is not common to observe sounds. A slight exception is the founder of 
governmentality studies, Foucault, who described how calmness is required of prisons to 
maintain order – calmness makes governing easier (Foucault 1980: 274). During the field work 
however, I also observed the soundscape in general at the course premises and analyzed its 
meaning in terms of governmentality. 
As the student groups are quite big – even 20 people – the teacher must use her own voice 
loudly to silence the class after a pair or a group assignment. The slowly-proceeding groups 
seem to be noisier than the other groups because the students try to draw the teacher’s 
attention to themselves. For them, it seems to be challenging to receive instructions from the 
teacher as a group and thus, they would want to have personal instructions. The setting 
creates noise as the students try to draw the teacher’s attention to themselves and ask for 
help in the assignments. For a single teacher, giving instructions to each student individually 
is stressful. During her interview, Hanna brought up the issue about her present group which 
is a slowly-proceeding one: 
Here in the class room this group is heavy. This slow one. Here you can’t sit 
still even for a moment – you have to run around all the time. All the time 
they have something to say to me and they can’t do anything on their own. 
--- They can’t do anything without clear instructions --- They just want that 
‘teacher please come here’ and everyone shouts ‘teacher, teacher’.  (Teacher 
Hanna) 
Yet, during the field work, I was surprised how often requirements of silence emerged. On 
many posters, there were explicit orders ‘Be quiet!’, ‘Don’t shout in the class!’ and ‘Be quiet 
when the teacher talks!’ or more implicit orders ‘Don’t disturb!’ and ‘Don’t speak loudly!’ The 
posters aim at easing the work load of the teacher. They are more teacher-friendly and less 
aiming at integrating the students. However, the rules create the atmosphere at the lessons 
which seem to tell what is assumed of the students and what kind of a subject is the 
integration course creating. Before finishing the course, the students are assumed to be noisy. 
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At the course, the students are taught some Finnish manners, crucial features of which are 
silence and calmness.  
In my field notes, I have often described the sounds at the lessons as noise pollution. For 
example, there were sounds of drilling and construction work, loud music from another class 
room, banging and slamming sounds, and once a loud buzzer. Interestingly, everyone else 
seemed to be used to the soundscape and were not disturbed.  
The noise from outside the classrooms emphasizes the poor facilities in which the courses are 
held. The walls of the course premises are very thin which allows sounds from other classes 
to go through them. Obviously, the course provider cannot control the sounds of a 
construction work nearby but, it is interesting how the students and the teachers did not even 
seem to notice the sounds whereas for me as an occasional visitor, the sounds were 
sometimes very disturbing.  
The premises of CTC are defined by the cheap price of them as well as the negligence of the 
CTC management. Everything seems to be conducted at the smallest cost possible because 
the company cannot count on winning the competitive biddings in the future. The premises 
are cramped and they are constructed at small costs and so noise goes through the walls. The 
competitive biddings create a structure of constant change which flows down to the change 
of teachers and change of classes. The management cannot or does not want to secure the 
well-being of their employees or their customers.  
7.1.2 Strict structures intensifying governance 
The lessons at Career Training Center were usually strictly structured. In some class rooms, 
the structure was made explicit on posters on the walls. Similarly, Fahlgren (2011) describes 
how tight schedules structure the days at a social service center for families, to familiarize the 
unpunctual families with ‘normal’ daily routines. The lessons started at nine in the morning 
with a roll call after which we watched the news from the previous day. The news was always 
the one in simple language (Selkouutiset in Finnish), the one which the public broadcasting 
company YLE produces. The teachers had to use the news from the previous day because they 
were not published until evening.  
After the news, the teacher usually checked whether everyone had done their homework. 
After that there was usually a short 15-minute break. Before the lunch break there was usually 
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a new grammar rule to learn or, a new assignment. The lunch time changed according to the 
group but it was always 30 minutes between 11 am and 12.30 pm. In the afternoon, there 
were more text book assignments, watching videos or similar. There was another 15-minute 
break in the afternoon. The day ended at 2 pm.  
The structure of the course and the lessons is socially and culturally constructed. As Fahlgren 
(2011: 33—34) argues, this kind of structure normalizes linear time as the foundation of all 
social life. Normalization of linear time and the daily routines reproduce power relations. 
According to Fahlgren, normalization works as a disciplinary tool and it legitimizes the daily 
practices at the institutions without questioning them. (Fahlgren 2011.) The structure of the 
lessons at CTC is left unquestioned and its values seem neutral and self-evident. Even the lunch 
time seems neutral but it is, in fact, culturally dependent as well. 
In addition to teaching the system of linear time and structuring the lessons in desirable 
manner, the students are required to arrive the lessons on time. If some students came late 
in the morning, they apologized the teacher and often told the reason for being late. However, 
the teachers did not admonish the students for being late. The requirement of punctuality 
was present on the posters on the walls only. Yet, during the interviews, the teachers 
occasionally talked about the students’ concept of time. 
The students greeted me joyfully every time I visited the lessons. They also greeted each other 
in the mornings. Because of the cramped class rooms, somebody usually helped me to carry 
a chair or a table to the place I was sitting. Usually I only had a chair because a table could not 
fit in. In general, the students were always very helpful and polite towards me.  
One student offered me his seat every time I visited his lesson. I tried to say that it was not 
necessary but he insisted. It had already started on my first time at the lesson; I wanted to sit 
behind the class and best of all in the corner but as there were no empty seats, this student 
volunteered to change his. Sometimes other students took contact with me during the field 
work. Sometimes they asked help with the assignments, and once a student gave me some 
chocolate. As the groups spend time together five days a week there is a spirit of solidarity 
among them which occasionally reached to me as a visitor. 
The students and the teacher often made jokes together during the lessons. For example, once 
a teacher almost fell because of a wire on the floor. She staggered upright in a humorous way 
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and tried to look normal. Everyone laughed and someone asked in Finnish: ‘Are you alright?’ 
Sometimes the students were carried away by an assignment as one of them started to come 
up with funny example sentences – thus, everyone else started to come up with even funnier 
sentences. These tiny situations tinged the lessons.  
7.2 Precariousness defining the teachers’ work 
7.2.1 The precarious position of the teachers 
In this and the next section, I will discuss the precarious position and the expectations of the 
teachers at Career Training Center. During the interviews, I found out what was the attitude 
of the teachers towards their jobs, colleagues and the students. In the next section, I will 
illustrate how the teachers at CTC emphasize their role as teachers by making distinction 
between themselves and other professions and the students they teach.  
Indeed, there are some controversies in the position of the teachers at CTC. Because CTC is 
not an educational establishment but a training center, the teachers are not actually hired as 
teachers but as instructors. As their title is instructor, the company does not have to follow 
the collective labor agreement of teachers and may pay significantly lower salary to them. 
However, usually the instructors call themselves, their superiors call them and the students 
call them teachers. It seems that in more official contexts the teachers call themselves 
instructors, for example when they introduced their work to me during the interviews. Yet 
they explained later in the same context that they are, in fact, teachers.  
Most but not all the teachers have studied pedagogics at some level of their studies, and every 
interviewee of mine had a master’s degree. Thus, they seem to have professional identity of 
a teacher and, as teachers, they have certain expectations about the school facilities and 
teachers’ duties. However, the company forces the teachers to precarious jobs in which they 
are not paid enough and they have employment contracts of definite duration. 
Many of the teachers at CTC have a zero-hour contract which gives them freedom to reject 
working hours if desired but also gives the company the freedom to not offer any shifts. The 
zero-hour contract can be said to have biased advantages in favor of the company: the 
teachers have an assigned group they teach for the whole year anyway, so they probably do 
not have a de facto possibility to not accept the working hours. If a teacher would not accept 
the working hours, they may not be offered them in the future. The teachers must be informed 
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about their working hours at least three weeks in advance but the courses are running 
throughout the year.  
Another feature of the zero-hour contract is that the teachers are not eligible for sick pay in 
case of illness and no working hours assigned. During course breaks – such as in the summer 
for one month – the teachers are not eligible for salary and are officially unemployed. This 
creates extra work as the teachers should apply for unemployment benefits which they may 
only receive later because of the paper work at the employment office.  
Ana Lopes and Indra Angeli Dewan (2014) studied precarious work in higher education 
institutions in the United Kingdom. In 2010s, precarious work in higher education – including 
zero-hour and casualized contracts – has gained publicity but is still invisible in statistics (Lopes 
& Dewan 2014: 28). According to the writers (2014: 33), zero-hour and casualized contracts 
lead to significant insecurity of the staff: the members of the staff are unable to plan their 
future, they do not have access to the employment benefits such as holidays and sick leaves, 
and because of their ever-changing status, they are unable to claim employment or housing 
benefits. Hanna’s thoughts in the next excerpt are in line with both Lopes & Dewan (2014) and 
Saastamoinen (2010), who argues that wage work changing to more risky and insecure creates 
an uncertain and neurotic atmosphere at the working places. 
Many problems here derive from the fact that the course has been sold to TE 
Office in a really cheap price. Then of course it’s supposed to be cheap. Also, 
many of us are stressing out because of the insecurity of the work situation. 
We have zero-hour contracts so we don’t have economic security from the 
job contracts. People are just afraid of not receiving working hours anymore. 
And the working hours are not delivered to us early enough, maybe also 
because the company doesn’t know whether there are any. Obviously, the 
competitive bidding system is also very insecure for the company itself. 
Obviously, they don’t dare to hire us because if they lose the next bidding 
there is no work for anyone. This job contract issue creates general 
dissatisfaction here. Quite significant dissatisfaction. (Teacher Hanna)  
In Lopes and Dewan’s study, the members of the staff were expected to do ‘unpaid overtime’ 
(p. 35) as they were not given enough hours for planning and preparing their lectures. Even 
though they were not satisfied with their situation, they did not bring up the issues because 
they were afraid of not having their contracts renewed or of receiving poor references – they 
were ‘absolutely replaceable’ (p. 34) so the department did not have any incentive to improve 
the working conditions (Lopes & Dewan 2014: 33–34).  
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Similarly, the teachers at CTC seem to be absolutely replaceable. CTC has a high turnover of 
teachers because the teachers have quit their jobs either because of a burnout or because 
they applied and were accepted to a new job. During five months of the field work, four 
teachers left CTC and many new teachers started their work. Interestingly though, the 
teachers do seem to have agency to some extent at CTC, in contrast to the people Lopes and 
Dewan (2014) studied: they are not afraid of bringing up the problems in their work and they 
do quit their jobs as soon as they are accepted to a new one. However, more serious issues 
have been reported anonymously: 
A teacher tells me that she has left an anonymous complaint to TE Office. On 
the grounds of the complaint, the company was asked to give an account of 
its recent expenses. Afterwards the superiors of the teachers had come to 
the course premises to ‘watch’ the teachers. In a meeting, they had told the 
teachers that these issues should be handled internally. (Field notes) 
The teachers feel the job is only temporary and, they seem to be actively looking for a better 
one. They have not been satisfied with their position at CTC even at the beginning but, they 
are young and do not necessarily have any responsibilities in their personal life, so they may 
as well accept the poor terms and conditions for a while. Only one of the interviewees has a 
child to take care of, and perhaps that is the reason she has managed to negotiate a better 
job contract for herself: she is paid by the month.  
Riina started her job at CTC about a year before. When she started her job, she was assigned 
to a slow-proceeding group at a different location than all the other groups because there was 
not enough space for all groups. The location she was assigned to was not a school-like place 
but rather a sports hall. She did not have a staff room to recover from the lessons nor even a 
refrigerator in which she could store her lunch.  
Riina felt she was left alone with the group as she did not have an educational degree nor any 
experience as a teacher. The company did not offer any orientation to the work. Neither she 
had an educational superior nor collegial support.  
When I started at CTC the stress was too much to me. I do argue that it was 
insane. If I went there again… I wouldn’t even want to go there again and go 
through the same mill as back then. (Teacher Riina) 
The teachers seem to be very devoted to their work. They value their job in the extent that 
they have established themselves professional identities that seem to support them while 
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they are exploited by the company. In contrast, the teachers’ superior seems to argue that all 
teachers are doing their jobs with their personality and that is why others should not make 
comments about it. Riina continues about her placement to the isolated location:  
They did sell the idea to me that ’Riina is a smart person, let’s relocate her’. 
But, well. This job in general requires smartness and hard work. To be honest, 
there indeed are many who have had burnout and everything. And I almost 
had too back then. I didn’t show it to the pupils but surely suffered from it at 
home. The beginning was pretty horrible. I had just started the job and, I 
don’t tolerate uncertainty very well anyway. It’s something that I don’t show 
but in my head I was like ’I can’t do this’. I really don’t enjoy situations in 
which I’m not capable or I don’t know what to do. (Teacher Riina) 
The controversies in the company’s acts and in the positions of the teachers tense the 
atmosphere between the teachers and the other employees. The teachers are actively 
commenting the difference between their profession and their superiors’ education. The 
superior has also noticed the tense atmosphere but she thinks the atmosphere is tense 
because the teachers do not feel solidarity among each other. In contrast, Leena describes the 
atmosphere: 
Among the employees, we have a good atmosphere. Sure, we complain a lot 
about the working conditions. They are what they are. But still I wouldn’t say 
that we had a bad atmosphere at work. Maybe a little complaining creates 
even better community spirit. I do like my colleagues. But I don’t like the 
superiors or the management group. (Teacher Leena) 
As I asked whether the issues at work are worrying the teachers at home too, Leena answered: 
The general situation of our profession stresses me out a lot, even at home, 
because I feel that my profession is being exploited badly. The terms and 
conditions of employment in general and the appreciation of teachers’ 
profession are being exploited. It really stresses me out even at home. It’s 
too bad. (Teacher Leena) 
The teachers seem to compare their job with teachers at ‘real schools’ or educational 
establishments, the ones in which the same integrational work is done but which have an 
established school-like organization as well as better physical premises. ‘Real schools’ have 
secretaries or social workers taking care of being in contact with TE Offices, dealing with the 
students’ issues, fixing IT problems or printing out course certificates while in this company 
the teachers do tasks not related to teaching.  
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The job description is a little challenging because it includes things that do 
not include in the job description at educational establishments which 
organize integration courses. (Teacher Riina) 
 
I worked earlier at a real school but this former employer lost the competitive 
bidding and two big companies won it. There was no work anywhere else. 
So, I came to this particular company even though I knew that this is perhaps 
not… I would rather work at a real school. But what can you do. I like my 
work so much that I didn’t want to change my profession, and I didn’t want 
to be unemployed either. (Teacher Leena) 
As the teachers at CTC, the employees of Employment and Economic Development Offices (TE 
Offices) suffer from stress because of general organizational changes within their working 
places: according to Haikkola’s (submitted) study, there was a strong attempt to control 
frontline workers of TE Office by having them report about their client relationship more in 
detail as well as by setting performance targets. The changes offended the employees because 
they felt they were not trusted and that their working time was wasted in unnecessary tasks. 
(Haikkola, submitted, p. 13—15.) The teachers at CTC also feel that their working hourse were 
wasted because of the diversity of their job description and they feel, too, that they are not 
trusted. 
The pedagogical support of colleagues seems to be important for the teachers but they do not 
feel to have enough of it. Many of them complain about the lack of a pedagogical superior. 
They were very satisfied though with the possibility to stay at work later with their colleagues 
to share the moment of planning the lessons together even though everyone was planning 
their own lessons.  
During the working days, the teachers described to feel alone with their group but before and 
after the day they could have some support from their colleagues. Yet they complained that 
at ‘real schools’ the teachers would network more, educate themselves at teacher trainings 
and share knowledge with teachers from other schools. According to Riina, new teachers are 
not even introduced to the work of a teacher – only to the general operations of CTC itself. 
Finally, the teachers are forced to educate themselves on their free time and as they quit their 
job at CTC they take all their knowledge and experience with them, without distributing it to 
the new teachers at CTC.  
These findings seem to answer the research question on how the teachers are governed. It 
seems that the teachers have ended up in a precarious job regardless of their master’s 
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degrees. The setting is interesting: two precarious groups, the teachers and the students 
encounter. Mazouz (2015) found similar results in her research at a Youth Employment Center 
in France. The counselors’ work at the Youth Employment Center is measured by youths hired 
because the funding depends on quantifiable results. The setting leads to pressure against the 
counselors. Many of them would like to help the youths in diverse ways, for example by finding 
proper apartments for them, but they are forced to focus on the employment of them.  
Moreover, the counselors have ended up in a precarious work situation (Mazouz 2015) – 
similarly to the teachers of the integration courses – because they have uncertain working 
conditions such as employment contracts of definite duration, and they are often criticized for 
not making a good use of the employment center’s resources. The pressures have made the 
counselors even more demanding towards the youths ‘in an effort to set themselves apart 
and escape the uncertainty of their own status’ (Mazouz 2015: p. 251). 
7.2.2 Distinction as a coping mechanism 
During the interviews, I tried to find out what kind of atmosphere there is at the lessons 
because the teachers’ perceptions of the atmosphere reveal what kind of power relations 
there are. Would the teachers mind if there were problems among the students or, are they 
actively trying to encourage the solidarity between the students? In this section, I will discuss 
the notions revealed during the interviews. 
As I already discussed in chapter 7.1.1, the teachers are physically isolated from the other 
company premises but they also seem to isolate themselves with their vocational position. In 
addition to their education, the spatial division of the CTC to integration courses and other 
training allows the integration teachers to make distinctions between themselves and other 
employees. According to the teachers, their superior is not an educational superior but a 
member of ‘the company staff’. In her interview, the superior reminded that she is not a 
teacher but, she still did emphasize her belonging to the same team with the teachers. It is 
noteworthy that the teachers never used the word ‘team’ but they talked about ‘colleagues’ 
and ‘superiors’ separately.  
Riina seemed to be very happy with her present students. She had actively encouraged the 
solidarity between her students by assignments and exercises. For example, in the beginning 
of the present course, she made the students work with each other by changing their seats 
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and having them make assignments in which they must communicate with different people. 
Riina seemed to be very proud of her group because of the good spirit she herself has 
contributed in creating.  
During her interview, Riina compared her present group to the one she had taught a year ago 
when she started her work at CTC. The group was a slow-proceeding one, whereas the present 
group was normally-proceeding or, as Riina added, even a fast group. Riina also emphasized 
the diversity of the teachers’ job description which seemingly disturbed her:  
The job description is pretty wide, it feels that you’re a secretary and a 
psychologist as well as an assistant teacher and a teacher. Sometimes a 
cleaner and a tutor. The job is indeed versatile. Sometimes it’s challenging 
when you have to draw the line between the personal life and the 
professional life. It’s plain obvious that a certain personal relationship 
between me and each student is created. Being a teacher can’t be thought 
of as being outside of these people’s lives. Sometimes drawing the line is 
hard: what is teaching and what doesn’t belong to it? Integration itself is 
such a wide thing that it includes so much. That’s why the role of the teacher 
is sometimes hard to define. (Teacher Riina) 
During Riina’s interview, she told me that she had received a new job at an educational 
establishment, at a ‘real school’. She was very excited about the new opportunity but, she was 
also seemingly sad that she must leave her beloved students and her colleagues. She 
described how her former group, a slowly-proceeding one, had ‘problems’ but the present 
group, a normally-proceeding one, was lovely. It seems that the more distant the students are 
from the teachers in terms of education, the more the teachers make distinction between 
them and themselves. 
In a slow group, it might be that the students don’t understand the time or 
dates, that they don’t remember to come to school or they don’t remember 
to wake up in the morning or something like that. In this group, there are no 
problems. Everything is fine. This group is really lovely. I like my students a 
lot. (Teacher Riina) 
The precarious position causes stress among the teachers. They feel they cannot focus on their 
work as they act as a comprehensive counsellor supporting the students on one hand and 
doing supportive tasks for the company on the other. The next paragraph by Hanna illustrates 
their feelings: 
The diversity of the job description burdens and causes stress and 
dissatisfaction. Sometimes I feel that the teaching is a minor point and my 
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attention is drawn to keeping in touch with TE Office, solve a student’s 
personal issue or a problem with computers, and I feel like the teaching is 
left aside. (Teacher Hanna) 
That is why they develop coping mechanisms which allow them to feel proud of their work – 
their professional identity smoothens the stress. They explain that they are indeed teachers 
and that it is not part of their work to support the students comprehensively in their lives. 
Hanna continued: 
In my opinion, I’m here as a subject teacher, as a Finnish language teacher. 
Some of us are more like counsellors, they like to help and support the 
students. My thing is the language. Not upbringing, not guidance nor 
supporting the students comprehensively. (Teacher Hanna) 
Moreover, Hanna told about some conflicts in the group she had tried to solve. She would 
rather let the students solve the problems themselves as they are adults so that she could 
maintain her professional role. 
I’m trying to give them more responsibility. I wouldn’t want to be a nanny 
who solves issues between two adults. I would like them to solve the issues 
themselves. (Teacher Hanna) 
The teachers make distinction to their students with staying outside of their personal life. They 
did admit that the students may have various issues in their personal lives but, the teachers 
also knew that in the end, it is not their duty to solve them. The teachers remain empathetic 
towards the students and they want to have a personal touch in their work. They are doing 
their best in teaching the skills they are required to teach. Yet, for their own well-being and 
mental resources, they try to avoid participating too much in the students’ personal lives.   
In the beginning, it was quite an issue to me, I really worried about the 
students at home. At another point, I had the other extreme: I didn’t give 
anything from myself to the students. I was playing a role here, and it was 
reflected back to the students if I wasn’t mentally present. They do sense it. 
Now, in my opinion, there is a balance [in my work, EK]. (Teacher Leena) 
Moreover, the gap between the teachers and the students is maintained on a personal level: 
the teachers do not want to know too much of their students. As I asked about the atmosphere 
of the lessons, the teachers described how some of the students have found good friends at 
the course and that there is solidarity between the students. Yet, Hanna described her feelings 
about getting to know the students: 
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I don’t know if they hang out with each other during the breaks for example. 
From some people, you can clearly tell that they are good friends but 
otherwise you somehow want to stay outside of it as a teacher. (Teacher 
Hanna) 
The teachers have developed a professional identity which supports them during 
unsatisfactory working days. The identity becomes visible as they talk about other employees 
of the company. They reminded me several times that their superior is not a teacher and that 
the employees of the human resources department do not understand the work of a teacher. 
When the teachers talk about themselves, they usually call them ‘colleagues’ to emphasize 
their shared profession. However, the superior of the teachers, who is not a teacher, uses the 
word ‘team’ when she talks about the people she is working with.  
It seems that the teachers are trying to cope with the emotional burden of their work by 
making distinction between themselves and the students on one hand and between 
themselves and the superiors on the other. They try to be in their work as thorough as possible 
and, considering the scarce emotional, temporal and mental resources they focus on teaching 
the skills they are required to. They focus on their work as language teachers or as working 
life teachers and, if there are any resources left, they help the students in their personal issues. 
They must admit that a single teacher may only have limited resources and that the students 
are not integrated into the society with the help of a single integration course or a single 
teacher only. The superior of the teacher agrees with this as she describes the meaning of the 
courses CTC provides: 
To encounter with the person and to take the person forward. Not everyone 
will reach the level B1.1 at the integration course and find a job. But for sure, 
everyone has moved forward somehow during the training. And if the 
moving has happened in a positive sense, then we have reached a deeper 
goal than the one written in official documents. I think that’s our mission. I 
think that our instructors, coaches and teachers are exactly the kind of 
people who want to contribute to it. (Course coordinator) 
7.3 Rules, restrictions & instructions constructing ideal citizens 
There are many posters on the walls of the classrooms and the other facilities. Some of them 
are made by the students by hand during the lessons and some are printed out by the 
teachers. The posters contribute to the atmosphere of the company and they create the rules 
that need to be obeyed at the course. The atmosphere is very ‘school-like’ because of some 
grammatical rules on the walls and some instructions on how to behave during the lessons. 
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After analyzing the field notes of the participant observations and the teachers’ interviews, I 
will now move on to analyzing the pictures I took of the posters. 
Posters and instructions seem to be common at integration courses: Muikku (2015) analyzed 
them among other data in her ethnographic master’s thesis about different forms of capital 
at an integration course. She divided the posters into four categories: roughly, the division 
was (1) posters made by the students reflecting either Finnish or their own culture, (2) posters 
made by the students but which were instructed by the teacher, (3) information about the 
Finnish language, and (4) instructions about the Finnish culture or about the integration 
course. (Muikku 2015: 54.) The same categories can be found at the Career Training Center.  
To illustrate, the posters in the category one were for example students’ presentations about 
Finnish working life or about their favorite places in their Finnish home town. The second 
category included posters representing Finnish seasons or posters about recycling. The third 
category included for example small notes on each item to remind the students what the word 
is in Finnish. I also include Finnish poems written by the teachers to this category. The fourth 
category includes instructions and rules mainly about the integration course but also about 
the Finnish culture. The fourth category also includes instructions on how to behave in the 
kitchen and in the toilet facilities.  
The authoritative position of Employment and Economic Development Office (TE Office) has 
been used on the posters at Career Training Center. For example, there are two posters in the 
same classroom about the rules of the ‘school’ and TE Office. The rules on the other poster 
are:  
1. Don’t be absent without a reason. Be on time! 
2. Notify the teacher if you are sick.  
3. Do not disturb! Be quiet when the teacher talks.  
4. Do not break anything.  
5. Do not use your phone during classes.  
These rules beg some questions: Are there really problems in the behavior of the students 
that need to be solved with these rules? Have the students really broken something and these 
posters are necessary to remind them not to do it again? Are these rules on the posters really 
the most effective way of reminding the students to not disturb the lessons? The rules reveal 
what kind of integration the course is aiming for: to be accepted in the society, you must be 
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punctual, humble and respectful towards your superiors. In fact, the superior of the teachers 
admitted that the position of TE Office has only been used on the posters because the students 
usually respect the authority of it. Obviously, the students’ livelihood depends on the 
decisions of TE Office so it is natural that they obey its rules no matter how plausible it is that 
the Office would have delivered any rules of this kind to CTC.   
Jaana Vuori (2009: 385–386) states that guidebooks and brochures provided for newly-arrived 
immigrants reproduce otherness of the immigrants by emphasizing that also children must be 
treated as equal individuals. They are not to be physically abused and boys and girls must have 
equal rights. This kind of language assumes that immigrants do treat children unequally, do 
abuse them and do not acknowledge the same rights of girls and boys. Vuori reminds that 
even Finnish children are not always treated well. (Vuori 2009: 385–386.) Similarly, the rules 
at CTC reproduce otherness of the students. 
The posters made by the students are interesting because they represent the ideas the 
students have learned or have been taught during the courses. For example, some posters tell 
the reader how the Finnish working life is like. According to them, a Finnish job is ‘nice and 
good’ as well as ‘equal (men and women are similar)’, the workers are ‘quiet, friendly and 
helpful’ and ‘smile a little’ and the boss is ‘good and nice’, ‘talks slowly’ and is ‘sometimes 
serious’. As the integration courses are aimed to unemployed immigrants who are relatively 
newly arrived in Finland, the students must have picked up these lines about the working life 
from their teacher.  
Even though answering a phone call is explicitly denied on the rules of the posters, the 
students as well as the teachers often pick up their phones during the lessons. According to 
the teachers, the students constantly have appointments with social welfare officers and that 
is why they must have their phones on standby. It seems that the teachers do not respect the 
privacy of their students by allowing them to answer phone calls but, they know about their 
appointments. Thus, picking up the phone is part of the governance of immigrants: the 
students are required to be available for social workers and other officers.  
It seems that the posters aim at integrating the immigrants firstly to the Finnish working life 
and secondly to the ideal of an equal, precise, punctual and humble worker. The posters 
develop a picture of an office job that is peaceful and well-organized. It is contradictory to the 
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jobs the immigrants most often end up to. There are posters about the students’ stories about 
their internships, which have been at a cleaning company or another precarious work. In 
contrast, on the student-made poster 3, there is a list of features of a Finnish working place, 





- Well-lighted  
- Peaceful 
(Student-made poster 3)  
Ideally, the immigrant subject becomes ‘employable’ as he/she is silent, joyful, healthy and 
respectful. Moreover, the posters teach the immigrants the supposed values of the Finnish 
society: punctuality, respecting the nature, obeying the rules and respecting one’s superiors. 
Interestingly, it does not seem that the teachers actively teach the same values during the 
courses – rather, they concentrate on teaching the language and the working life skills.  
Similarly, Mazouz (2015) argues that the employment center she studied has a normative 
approach in making the youths ‘employable’: the youths are taught to be responsible, to 
present oneself in a decent manner and to be hard-working. According to Mazouz, the 
counselors at the employment center use their own middle-class standards to evaluate how 
the youths talk and how they look like. Mazouz describes how there has been a shift from the 
right to work to unemployed being a burden to the society. The employment center is mostly 
helping the youths that are ‘closest to employment’ while for the others, an attempt is made 
to transform them to find them a job ‘despite everything’, as if they were done a favor. 
The language in the posters is a crucial feature in studying governmentality. Language in this 
case is not just a matter of shared meanings or a question of what certain words mean but a 
matter of constructing the truth. Who has the authority to decide what kind of concepts, 
rhetoric or symbols are used and how the message is delivered to the reader? (Rose 2000: 
144.) This is crucial as no-one knew where the posters and rules came from: the teachers and 
their superior said that they are from former teachers or from a former group. The superior 
explained that some teachers have felt that it is necessary to have some instructions on the 
walls: for example in the toilet, there used to be a pictorial note about how to sit properly on 
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the toilet seat. A teacher said they sometimes really feel disturbed during their precious 
breaks and that they had discussed how disturbing it sometimes was that students came to a 
teacher with ‘their whole life’ or piles of documents from the social welfare office.  
To conclude, the posters emphasize the students’ otherness by assuming that they are noisy, 
break things and keep disturbing the lessons. Biopower is present at the lessons as the course 
is trying to cultivate the students’ behavior and bodies. An ideal citizen is humble, silent, 
punctual and respectful.  
7.4 Governance of expectations, emotions & employment 
7.4.1 Free citizens with high hopes 
Until this point, I have discussed the results of the analysis in terms of the three data types 
respectively. In this part, I will analyze the features present in all data types. The features 
include notions of employability, governing through freedom, emotions required of good 
employees, healthiness and representations of Finnishness. These features penetrate the data 
types and approach the same features from different angles. 
Neoliberalism has no doubt affected the actors within the field of integration. Finnish 
municipalities do not provide integration services but have outsourced most of the courses, 
workshops and employment services to companies and non-governmental organizations. On 
a positive side, for example NGOs with wide experience provide immigrants with quality 
integration services but, on a negative side, the service providers must be invited to tender by 
the municipalities or TE Offices on a regular basis. This creates irregularity which is shifted to 
the employees of the organizations as well as to the students of the courses.  
The requirement of activeness reaches even the providers of the integration services: to win 
the tenders, the providers need to remain active and show their eligibility to the municipalities 
and the ELY centres. Scholars (e.g. Saastamoinen 2010: 233; Standing 2014) argue that the 
activation tendency in the society creates structural uncertainty and insecurity which has 
major influences on the well-being of citizens. In my data, the teachers suffer from their 
insecure job contracts because they cannot plan their life ahead.  
As previous literature has proven, activation of immigrants is visible at the integration courses. 
Unemployed immigrants are taught activeness by having them attend the integration course 
five days a week for five hours. The teachers frame the course as going to work every day; the 
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requirement of activeness is supposed to teach the immigrants the Finnish working life 
culture.  
As Saastamoinen (2010) argues, the reciprocity of citizenship is visible in the lives of the 
immigrants at the integration courses. They must attend the course to receive the welfare 
benefit. Moreover, they must attend the unpaid internship included in the course.   
As previous literature has proven (e.g. Dean 2010; Harjunen 2017; Haikkola, Näre & 
Lähteenmaa submitted; Standing 2014), neoliberalism has shifted societal responsibility to 
individuals. Similarly, the requirement of activeness shifts the responsibility of integration to 
the immigrants themselves. The students of the integration courses are encouraged to 
actively take part in discussions and share their own thoughts. Furthermore, they seem to 
have adopted the ideal type of student as the teachers emphasize their inner motivation over 
the instrumental value of the integration course.  
The teachers at CTC often emphasize the importance of guiding the students to the direction 
they themselves want to go. They take a humane approach to describe how important it is to 
do something meaningful in your life – thus, the students themselves should be asked what 
they truly want from the course and what they want to do in their life. Freedom plays a crucial 
role in this rhetoric: the students must be free to decide about their own life. However, the 
teachers have a role of an expert in defining what the students are capable of. For example, 
in the next chapter, Riina describes her present students:  
In my group, many of the students are really motivated. They are young, and 
as they finish the course they advance in their life, they don’t get stuck in the 
vicious circle of integration courses forever and ever. In this group, it seems 
that everyone has pretty good plans. But of course in this group, too, there 
are a couple of people who have some problems with the language. For 
example, I have a girl here who wants to be an interpreter. She has some 
problems in learning and writing the language. So, it may turn out that she 
wouldn’t make it if she wanted to start her studies. This sometimes happens. 
After all, in Finland reading and writing are really important skills. If you have 
a lot of challenges with writing it’ll close certain doors on your possibilities. 
(Teacher Riina)  
As Pyykkönen (2007: 203—209) describes, experts sometimes seek to maintain their position 
as controlling actors. The teachers at CTC try to encourage the students to actively pursuit the 
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kind of life they want but they still need to make sure the students do not have too high 
expectations of themselves or of the working life.  
Saastamoinen (2010: 238) also talks about governing people by making them find ‘their own 
thing’ – their own life path they want to follow. Different choices in life are thus expressions 
of people’s own authenticity. This kind of ideal type of human being Saastamoinen calls 
neoliberal subjectivity. Similarly, he argues, facing risks and failing in life are people’s ‘own 
things’ – issues they need to solve themselves. (Saastamoinen 2010: 238.) Thus, the 
responsibility of individuals’ choices falls on individuals themselves instead of the society.  
At the integration course, the students are trying to find their ‘own thing’. The course premises 
are filled with introductions to certain vocations and stories about the students’ internships 
as well as student-made descriptions of their favorite spots in their Finnish home town. The 
course includes discussions about the students’ personal study plan with the teacher, the 
meaning of which is to find out what the students want to achieve in their life in Finland. There 
are also some student-made posters which implicate the expectations the students have. To 
illustrate, I attached a fraction of my field notes. 
A student-made poster describes the path from the beginning of the 
integration course to the working life: first, the course begins and during the 
course, there are visits to museums, concerts and theaters. Then, there is 
internship and after the course a final test. Finally, the path leads to the 
working life, under of which there is a sign saying ’Welcome!’ (Field notes) 
The students’ expectations about the course and the working life are clearly optimistic. During 
one lesson, a student came up with an example sentence that went: ‘I must attend the course 
every day for five hours but after the course I can speak Finnish.’ The teacher noticed the 
meaning of the sentence and started to control the students’ expectations: 
The teacher says that it’s not important that Finnish is perfect after the 
course but, learning more of it every day. She tells that even though she 
moved to China now and studied Chinese for 20 years she would never talk 
Chinese perfectly.  (Field notes) 
There are some controversies in the way the students are guided to working life. On the one 
hand, they seem to be mostly guided towards precarious work but, on the other hand, the 
assignments at the lessons sometimes implicate something else. For example, at a lesson the 
students played a game related to working life. The meaning of the game was to teach working 
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vocabulary as well as to socialize the students to the Finnish working culture. There were two 
questions that clearly referred to middle class office work instead of precarious work. The 
questions were: ‘What does working from home mean’ (etätyö in Finnish) and ‘Is there a lot 
of team work in the Finnish working culture’. Other, more precarious questions included for 
example: ‘In which vocations there is a lot of part-time jobs?’  
These kinds of questions develop the expectations of the students. They start to hope for a 
nice office job but instead, they often end up in a precarious situation. Even at the integration 
course, the students are used as cleaners which teaches them working attitude and cleanliness 
in general. Even though the teachers argued that the company is saving from cleaning 
expenses by not having a cleaner coming often enough, it is useful in terms of the course to 
teach the students activeness as well as cleaning and organizing skills. As the students are 
assumed to be unorganized, they must be taught how common areas at the course premises 
are being taken care of.  
Using students as cleaners can be linked to Sotkasiira’s (2017) arguments on intensification of 
integration measures. In terms of neoliberal values and governance, it is useful to use the 
students as cleaners: on one hand, cleaning expenses are saved. On the other hand, the 
students are cultivated as ideal citizens more efficiently and they are kept active.  
7.4.2 Positive attitude & healthy lifestyle leading to employability 
It appears in the data that the teachers and the students are required to maintain positive and 
joyful attitude. The notion of this requirement is significant as it represents the biopolitical 
governance of the students and of the teachers. Traditionally, bodies of employees have been 
studied in terms of service sector jobs and their requirements of pleasant and service-minded 
employees (Parviainen, Kinnunen & Kortelainen 2016: 15). It is very interesting however, how 
positive attitude is required from both the students and the teachers at CTC.  
Parviainen, Kinnunen & Kortelainen (2016: 15) argue that regardless of the status of 
employees, it is more and more common to require personal touch in work, utilizing emotions 
and social skills as well as being able to communicate with customers and colleagues. 
Emotions can be analyzed with Foucault’s studies on bodies and power relations – 
requirements of emotions and utilizing one’s body is part of biopower and governance of 
human bodies (see Parviainen, Kinnunen & Kortelainen 2016: 17).  
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The teachers and the students at CTC are governed in terms of their emotions in several ways. 
For example, the teachers maintain a positive and joyful attitude during the lessons but 
change their role as soon as they enter the staff room. The posters on the walls deliver a 
picture of a happy employer as well as a happy employee. Moreover, the teachers pick joyful 
songs to listen to as the song of the week ‘because the students like positive songs’ (field 
notes). The students are taught the values of the Finnish working life by emphasizing 
calmness, self-confidence and positive attitude. 
In a student-made poster, there are words listed in form of a tree. One branch of the tree 
represents the employee while others represent the working place, a ‘good boss’ and a ‘bad 
boss’. Below, I have attached a combination of two ‘branches’ of the tree, employee and a 







- Joyful  
Good boss 
- Good, friendly 
- Joyful and polite 
- Equality 
- Independent  
(Student-made poster 3) 
The poster illustrates well the atmosphere in which the students are tried to ‘cultivate’ as good 
employees. Not only is positivity mentioned on the poster but also joyfulness. However, not 
all the posters are positive in nature. The student-made poster 3 presented above includes 
also a drawing of ‘me’ – the drawer of the picture who is a boy wearing a cap. He looks self-
confident and points his thumb at himself. In contrast, next to the picture there is some text:  
About me  
- Troublesome 
- Hard to understand 
(Student-made poster 3) 
It is left unclear why there is such a strict contrast between the picture and the text as well as 
between the presented ‘me’ and the presented employee on the same poster. During the 
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interviews, the teachers mainly argued that the students seem sometimes even too self-
confident in terms of their language skills but, this picture does not support the argument.  
From the quotation above we can see what kind of values the students are taught: language 
skills are key to employment and once you maintain positive attitude you may find work. 
Interestingly, also negative feelings are delivered on the posters. On the one hand, the drawer 
of the picture clearly does not regard himself as fluent in languages or as pleasant to cooperate 
with.  
On the other hand, the students are guided to value good and bad management by listing 
features of good and bad boss. The same student-made poster continues by a picture of a ‘bad 
boss’ who is a big character with wide eyes. The character is shouting and pointing his fingers 
downwards and is clearly angry. The text supports the symbolism of the picture: 
Bad boss 
- Busy all the time 
- Serious 
- Doesn’t speak, doesn’t laugh 
- Talkative 
- [unclear text, EK] 
- Speaks Finnish really quickly 
(Student-made poster 3) 
It seems that the students are governed through the rhetoric of happiness: on the one hand, 
the meaning of joyfulness seems to be that the teachers do not want to handle the personal 
issues the students necessarily have. This claim is supported by the notion that the teachers 
seemingly try to avoid taking part in the students’ personal issues – they try to remain 
objective and to maintain their professional position. Thus, the students are encouraged to 
have a positive attitude. Similarly, Vuori (2009: 393) noticed that Finnish guidebooks for 
immigrants are dominated by positive ethos – problems are not discussed unless there is a 
clear solution presented.  
In addition, it seems that there is a certain kind of atmosphere in which an image of positive 
worker is created. The posters create the image with drawings of happy animals, children’s 
poems and, even with the physical appearance: the humorous font of Comic sans represent 
the lightness and happiness of the integration course and the working life. The posters create 
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expectations according to which the students will get a job if they only remain positive and 
happy. Joyfulness seems to be an element of employability.  
The posters and the lessons aim at integrating the students by emphasizing healthy way of 
living. The healthiness seems to include exercise, eating correctly, sexual continence, taking 
medicine when needed, and abstinence from alcohol and drugs. At the course premises, 
healthiness is also linked with employability: the discourse implies that healthy people will 
eventually get a job.  
Requirement of healthiness is argued to be part of governance of individuals. Replacing death 
threats of the time before the 1700s, governance reached the realm of life. According to 
Foucault, governance is not interested in superior power – the ultimate indication of which is 
death. Instead, governance is linked to surveillance of individual and collective health. 
(Foucault 1998: 99—102.) In this way, governance is different to superior power. Activating 
people in terms of employment also means that people are encouraged to take care of their 
own health. The aim of healthiness and people’s knowledge of their own health is to reduce 
the resources from the public health care. (See Saastamoinen 2010: 247.) 
Sexuality was never mentioned at the lessons even though the topic would consider sexuality. 
Alcohol was not mentioned even though the teacher introduced a Finnish party, a central 
element of which is alcohol: pre-Christmas party. The student-made posters reminded people 
of not smoking cigarettes, even though there was a big group of people smoking on every 
break in front of the course premises. The posters also reminded people of not using elevators 
– apparently to exercise. To illustrate, I have added a quote of a student-made poster below. 
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1. Don’t touch your friend’s cell phone! 
2. Don’t smoke at school! 
3. Don’t sleep in the class! 
4. Don’t use elevators! 
5. Don’t jump in front of doors! 
6. Eat breakfast at home! 
7. Remember to take medicine! 
8. When you leave home, remember to take the keys! 
9. Be nice! 
10. Don’t disturb the teacher! 
11. Don’t shout in the class! 
12. Don’t speak loudly! 
13. Don’t come to school if you are sick! 
 (Student-made poster 12) 
Especially the rules about smoking, elevators, breakfast, medicine and sickness illustrate well 
the requirements of a healthy life. The rules are obviously culturally dependent – especially 
the rules regarding meal times and places. For example in Finland, lunch is eaten very early 
compared to many other cultures. Healthy life is also advantageous in the working life: healthy 
workers do not have their own breaks while smoking cigarettes nor be absent from work 
because of sicknesses. Thus, the requirement of healthy life is aiming at integrating the 
students into Finnish culture and Finnish working life.  
7.4.3 Goal: Finnishness  
The integration courses’ main aspiration is to teach Finnish language and Finnish working life 
culture to unemployed immigrants. The course is divided into four modules: two of them are 
language trainings and two of them working life trainings. The working life training modules 
include a section of internship. The teachers are also divided according to their role as 
language teacher or as working life teacher. The roles are somewhat overlapping though: the 
language teachers include some working life teaching or Finnish culture teaching to their 
lessons and, the working life teachers include for example important working life vocabulary 
to their teaching.  
Apart from regular cultural issues that are taught at the lessons, some unintentional cultural 
representations of Finnishness were visible at the lessons, at the course premises and during 
the interviews. It is very interesting to analyze these unintentional representations. In this 
chapter, I will reveal the representations and discuss them. 
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Previous literature has proven that in multicultural work, Finnish culture is often represented 
as gender equal (e.g. Tuori 2007; Tuori 2009). In fact, the official meaning of the integration 
measures in general has been to increase gender equality (Lepola 2000: 179–181). Largely in 
Europe, the gender system is perceived as inherently ‘advanced’ (Tuori 2009). Equality seems 
to be the most crucial value to teach to immigrants and, this view has been truly established 
in recent literature.  
The ideal of gender equality is also represented at CTC but it seems that it has only become a 
stable feature of the course premises: the ideal is mainly represented on the posters and not 
in the teachers’ speech. Generally, equality and respect for others coexist on the posters 
which seem to claim: if you want a job in Finland, you must respect others and, when you are 
working, you must know that Finnish working life is equal. The requirement for respect 
reaches to the respect for one’s superiors as well as respect for one’s equals. 
According to Tuori (2009), Finnish equality is indeed emphasized when working with 
immigrants. The name of a seminar she studied was called ‘Being equal in Finland – even as 
an immigrant woman’ which represents the attitude of Finnish officials towards immigrants: 
on one hand, the title suggests that immigrant women should be included in the Finnish 
equality – in comparison to other kinds of equalities. On the other hand, it suggests that 
immigrant women themselves are inherently less equal than others. (Tuori 2009: 151—152.)  
The view of equality is further emphasized in Vuori’s (2009) study about Finnish guidebooks 
and brochures which are to increase immigrants’ knowledge about the Finnish society. 
According to her (2009: 380), equality between men and women are presented as the most 
important feature of the Finnish society. Vuori (2009: 381; 383–384) criticizes the 
heteronormative approach of the guidebooks and brochures: equality is presented as 
something between the binary genders and not between for example different ethnic groups 
or sexualities. At CTC, equality seems to be mainly a feature between two genders. Yet, the 
students are required to respect students from other cultures. In this way, equality between 
ethnic groups remains visible. 
On the posters, there were also notions of recycling and seasons. It seems that the notions 
emphasize respect for nature in general and Finnish nature in particular. Furthermore, respect 
for four seasons as well as for Finnish forests and lakes appeared on the lessons. In addition 
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to natural values, Finnish food was present on the lessons: the students were taught the 
meanings of Finnish chocolate, cinnamon buns and drinking of cow milk. The structure of the 
days was defined by the lunch break which is culturally dependent – in many countries, Finnish 
lunch at noon is very early, or, lunch may not be eaten at all.  
During the lessons, the students were taught the value of preciseness and sharpness in 
working life. It was explicitly taught that in the beginning and in the end of a job interview you 
must shake hands strongly with the interviewer. Constantly, these values were represented 
as Finnish ones, either explicitly or implicitly. Interestingly, it seems that the values guide the 
students towards an office job and not towards a precarious job.  
Naturally, cultural differences among the students as well as between the students and the 
teachers create tensions and sometimes conflicts. During her interview, Hanna told about 
incidents that had happened on her lessons.  
Well, actually, in every group there are conflicts, in the present group there 
was in fact one on Monday. Often they happen between two students. A 
person annoys the other or is doing something wrong, and then the other 
just gets irritated. (Teacher Hanna) 
Obviously, it is not sure whether the conflicts happen because of cultural differences but, the 
teachers seem to frame them that way. Furthermore, in addition to environmental values, 
Finnish food, equality and preciseness, the students are taught that silence and calmness are 
Finnish features. Hanna continued to describe the conflicts:  
Nothing physical of course, but loud, aggressive shouting. --- The conflicts 
turn out pretty weird, in my opinion. I don’t know whether it’s Finnishness 
but public shouting and the like is very strange to me. And as a teacher it’s 
really hard to figure out how to react to the situations. (Teacher Hanna) 
The working life teacher Leena I interviewed has wide experience from migrant work and 
guiding them to working life. She has extensive networks of possible internships for the 
immigrants to apply for but, she thinks it is important to let the students themselves call the 
organizations and ask for an internship. Sometimes however, she has used her authoritative 
position to make sure whether the employers really do not accept immigrants to their 
organizations.  
They don’t accept people to the work of an electrician because of the security 
risks. They don’t take people even for internships, not even though I’ve been 
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trying to call them, it just hasn’t worked out. Health centers or hospitals 
don’t accept people either even though they’d be doctors in their home 
countries. It’s because of patient security and privacy issues. Doctors are 
doing their internships then often at homes for the aged. (Teacher Leena) 
Even though the focus of this research is not the organizations offering internships to the 
immigrants, it is obvious that the immigrants are governed also from their side. To analyze the 
setting from the point of view of the representations of Finnishness, we can understand that 
the organizations regard security and privacy issues as culturally dependent and are thus not 
interested in introducing them to the immigrants. They clearly consider it too risky to let 
foreigners to their premises and give them access to their private information.  
Moreover, the different vocations are considered culturally specific. Interestingly though, also 
the vocation of a barber is considered culturally dependent. Leena continued about the 
internships: 
For example, if there was an Iraqi barber who has twenty years of experience 
and would like to work in Finland as well, they could check with a 
professional at the internship organization the techniques the barber knows. 
Which of the techniques are like Finnish ones and which are different? Then, 
the barber can ask from the internship organization whether there is a need 
for further training or whether employment would be possible with the 
existing experience. (Teacher Leena) 
It is interesting how Leena describes first that the Iraqi barber would have experience of 
twenty years but still in her story, it was to be checked ‘with a professional’ whether there is 
a need for further training. This reveals the governmentality on the vocational level as well. 
Iraqi professionals must show Finnish professionals whether they should be accepted in the 
profession in the Finnish context.  
These findings answer the research question on how Finnishness is represented at CTC. First, 
equality and respect were represented as Finnish values. Second, the students were taught to 
respect the Finnish nature and eat Finnish food at Finnish mealtimes. Third, calmness, 
punctuality and sharpness were represented as Finnish features. Fourth, certain vocations 
were represented as culturally specific, which denies the students’ access to have their unpaid 
internship on those vocations.  
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8 Discussion 
The main aspiration of this research was to find out the ways in which students and teachers 
are governed at the integration courses provided by the private company I have called Career 
Training Center (CTC). The research questions were: how are students governed, how are 
teachers governed and how is Finnishness represented at the integration courses. As 
theoretical framework, I used firstly Foucauldian governmentality studies and secondly 
theories of precarious work (e.g. Standing 2014).  
The theoretical framework chosen for this research was relevant to answer the research 
questions. Studies on governmentality have studied, for example, unemployment and risk 
management, themes that were present in the analysis as well. Studies on precarious work, 
in turn, fit well with the analysis of the teachers’ position. In the light of the chosen 
methodology and theoretical framework, the findings of this research are reliable. 
Governmentality has been intensified in all fields of society because of neoliberalism. It is 
proven that government guides immigrants to different activation measures to minimize risks 
of, for example, unemployment and marginalization (e.g. Dean 2010; Rose 2000). The same 
tendency is visible at the integration courses at CTC. Immigrants are kept active by making 
them attend the courses regularly and by, for example, using them as cleaners at the course 
premises. The teachers maintain the students’ activeness by encouraging them to participate 
in the discussions and to share their thoughts. However, previous literature has not discussed 
how governance affects everybody – the immigrants and their teachers – in the field of 
immigrant integration. This master’s thesis covered the gap in the literature. 
The lessons of the integration courses are strictly structured, which intensifies governance of 
the students. The students are taught that linear time is the foundation of all social life in 
Finland. Moreover, the structure of the lessons normalizes the daily routines of the courses 
and thus reproduces power relations. These findings are in line with Fahlgren (2011).  
Soundscape as a feature of governmentality has not been studied before. In line with the 
findings of this research, it is possible to argue that soundscape is a crucial element in creating 
the atmosphere at the course premises. Noise pollution from outside the class rooms 
emphasizes the low cost of the courses. In addition to emphasizing market rationality in the 
actions of CTC, soundscape contributes in governance of the students with representations of 
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desirable ways to talk and behave at the lessons. The students are assumed to be noisy but, 
at the course they are taught to be silent and calm.  
In addition to noisy, the students are assumed to be incapable and deficient. This notion is 
visible at the posters and occasionally at the teachers’ interviews. Similarly, Foucault (1980) 
argues that criminals can be divided into three categories, one of which is incapable criminals 
who are unable to act in a persistent manner. Thus, the criminals must be cultivated to 
represent the ideals of the society.  
Previous literature has argued that in multicultural work, equality is presented as the most 
prominent feature of the Finnish culture. The findings of this study support previous literature 
in the sense that the students are indeed taught equality. However, it is interesting how 
gender equality has become a stable feature of the integration course as it is visible in the 
posters but it cannot be found in the speech of the teachers. Rather, the teachers speak about 
positivity, calmness and preciseness as Finnish features. Moreover, the students are taught to 
respect the Finnish nature and eat Finnish food at Finnish mealtimes.  
Foucauldian biopower (e.g. Foucault 1977) is visible in the ways the students are taught 
appropriate values, emotions and attitudes as well as healthiness to increase their own 
employability and to teach them representations of Finnishness. After the integration course, 
ideal immigrants become active job-seekers and ideally, they would become equal with 
Finnish citizens because they have adopted correct values, emotions and attitudes. Similarly, 
the teachers remain positive, flexible and responsible in their professional role. As in Dean 
(2010), governed subjects become virtuous, disciplined and responsible.  
One of the main aspiration of the integration courses is to increase equality between different 
population groups (Lepola 2000; Laki kotoutumisen edistämisestä 1386/2010). The students 
at CTC are indeed taught that equality is a crucial value in Finnish society. However, the reality 
is different. According to the findings of this research, the integration courses rather include 
elements of power and governmentality. The courses do not promote equality but hierarchy.  
The students are motivated and active and try to reproduce the ideal citizen that is required 
of them: being positive and joyful as well as virtuous and responsible as in Dean (2010). The 
requirement of joyfulness is present also in Haikkola’s (submitted) article. Similarly, the 
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teachers are in a precarious position. Thus, at integration courses, two precarious groups 
encounter: the immigrants and their teachers.  
The integration system in Finland seems wide and complicated – not even the teachers 
understand it completely. The shortsighted competitive bidding system develops insecurity 
and a cycle of constant change that fall on the teachers and on the students respectively. The 
teachers suffer from the insecurity and poor terms and conditions of their contracts caused 
by the competitive bidding system. They do not have a say because the company has been 
divided into teachers and other employees who define the terms and conditions of the 
courses with Employment and Economic Development Office (TE Office). The teachers can 
only do their best and hope that the course helps immigrants to learn Finnish and find work. 
The students of the courses seem satisfied and motivated but they are not given any other 
option. Despite the insecurity, the students and the teachers remain joyful and positive 
because positive attitude is an element of employability.   
The Finnish integrational system in general can well be analyzed in neoliberal terms. As in 
many other fields of society, market rationality is visible in all activities of Career Training 
Center. Especially, poor facilities including the cramped course premises and noise pollution 
as well as unsatisfying terms and conditions of the teachers’ job contracts reveal the low cost 
of the courses and negligence of the company.  
The teachers are good at their work even though they do not necessarily have a degree in 
pedagogics. They have master’s degrees but in terms of pedagogics, they are mostly self-
educated because the company does not offer any orientation or trainings. They enjoy their 
job and are devoted to it but CTC is only a temporary working place for them because they 
have zero-hour contracts and lower salary than teachers in general. They came to work at CTC 
even though they knew what it was to be like. Yet, their professional identity is so strong that 
they did not want to change their professions.  
To cope with the unsatisfying working conditions caused by market rationality and insecure 
work situation, the teachers have developed professional identity to support them in their 
work. They remain devoted to their work even though they feel exploited, similar to frontline 
workers at TE Offices in Haikkola’s (submitted) article. The teachers at CTC like their students 
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and their jobs but, they would like to practice their work in an educational establishment 
instead of a company.  
According to the findings of this research, it seems that neoliberal values and market 
rationality intensify governance of the teachers and the students respectively. Governance 
has pushed the teachers to a precarious position in which they are not satisfied but which they 
know is only temporary. The teachers have ended up in the same position as the staff of higher 
educational institution in Lopes & Dewan’s (2014) study: highly educated people work in 
stressful environment, cannot plan their future and are constantly searching for a better job.  
The students of the integration courses are guided towards precarious work despite some 
presented features of office work at the course premises. Yet, many of the students seem to 
expect something better, which is visible in the example sentences they presented during the 
lessons and in the posters describing their ideal working places. It is problematic that there is 
a controversy in the students’ expectations and in the precarious position towards which they 
are guided. Who is responsible for the disappointment of the immigrants when they realize 
their possibilities?  
Finally, the main aspiration of the integration course at CTC is to teach the students Finnish 
language and features of Finnish working life. The meaning of the course is to change the 
behavior and the bodies of the students into more Finnish-like. The students are integrated 
because they are different to Finnish citizens, as Kerkkänen (2008) argues. Moreover, the 
meaning of the course is to change the students into ideal citizens, like prisoners are changed 
in prison institutions (Foucault 1980). Thus, integrating immigrants is fundamentally political 
activity as Vuori (2015) argues, and it should be scrutinized as such. To what extend are we 
willing to change people’s behavior towards our own ends? 
8.1 Reflexivity 
As a governmentality researcher and as an ethnographer, I must reflect my own role at the 
field. Research in general and ethnographic research in particular is made with the 
researcher’s whole personality. Especially as a researcher of governmentality, it is important 
to reflect my role in producing power—knowledge relationships. In developing knowledge, as 
in this research, power is always present (Foucault 1977). Thus, while working on the field and 
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afterwards analyzing the data, I reflected my own position and analyzed it as objectively as 
possible.  
At the field, language barriers defined the interaction with the students. It was challenging to 
introduce myself and my research to the students because I noticed that they did not 
understand everything I said. After the initial introductions in Finnish, many students called 
me a teacher. One student asked me whether I was the boss of the teachers. Because of these 
misunderstandings, I tried to utilize the teaching at the lessons to my purposes: for example, 
when we watched news about a research or about a researcher, I asked the teacher 
afterwards to introduce me again so that the students would understand that my work is 
similar. Thus, I was not introduced only once when I started the field work but a couple of 
times for each of the three groups I observed.  
In terms of the lessons, I positioned myself as an outsider and as an observer. I noticed only 
afterwards that I seemed to take advantage of my position. For example, I might have arrived 
the classes slightly late. Moreover, as a researcher, I could write notes about the person sitting 
next to me because he or she did not understand my notes. These habits recreated the power 
relation between the students and myself as a researcher.  
During the breaks in the staff room, I positioned myself rather as an insider and a contributor. 
I discussed with the teachers, ate snacks as they did, and talked about our shared notions of 
the lessons. Still, I was not on a break of the researcher’s role. It is possible that the teachers 
forgot my role and did not think about what they said in my presence. This ethical controversy 
appeared in my mind only after the field work. My solution to the issue was to anonymize the 
teachers and not to differentiate between them unless they had given me a clear consent.   
As I described already above, I tried to maintain an unofficial atmosphere with the teachers 
and to represent myself as equal with them. I left some thoughts about the research untold 
which occasionally bothered me. I was very vague in talking about the research because I was 
not sure even for myself what the research would be about. Yet, in ethnography, it is inevitable 
that the research is done iteratively and that ideas are reformulated several times during the 
process. To not miss the seeds of analysis I had during the field work, I wrote down the ideas 
on my research diary.  
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Even though I did not talk much about the aims of my research with the teachers, I talked 
about research ethics with them. For example, I discussed with them about their anonymity 
and asked them whether they were fine with the ethical solutions I made. Discussing the 
solutions gave more agency to the teachers and increased understanding between us.  
Moreover, I discussed my own schedule with the teachers. I realized this was smart when one 
of the teachers once seemed bothered when I arrived without warning at the course premises. 
After the incident, I left a note in the staff room in which I told when I was about to come to 
the premises. The teachers knew that I was working four days a week and I only had one day 
a week for the whole project. Before each session however, I contacted the teacher whose 
lessons I wanted to observe. I collected their phone numbers and e-mail addresses and thus I 
could ask them personally if I could come.  
During the field work, I noticed that I contributed to reproducing governmentality at the 
integration course. Even if I wanted to, I could not be an outside observer. Even my choice of 
words recreated the power relation. For example, in the beginning of the field work, I used 
the word ‘pupil’ (oppilas in Finnish) in my field notes. Later however, I changed the word to a 
‘student’ (opiskelija in Finnish) to increase their agency and to decrease the gap between us. 
After all, I am a student too. I avoided using the word ‘immigrant’ in my field notes and in this 
thesis to avoid contributing to othering the people.  
The field work sometimes confused and even embarrassed me. During the observation 
sessions, I sometimes felt that there was not enough space for another person sitting in the 
classroom or in the staff room. The teachers were sometimes stressed out and I felt that my 
presence increased their inconvenience. These emotions must have affected the analysis as 
well.   
8.2 Further research 
During the field work, I learned how complex and wide the field of integration is. A single 
research cannot cover the field completely. Especially as an ethnographic research, this thesis 
project could not grasp the whole system of integration in Finland. Thus, future research could 
focus on the systemic level of integration and to study governmentality in the policies and 
legislation and the integrational actors within the whole Finland.  
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In future research, it would be interesting to focus more on observing the soundscape of 
integration courses. In ethnography, sounds are not often observed and analyzed. Yet, it 
seems that they create a crucial element of the atmosphere at the premises and contribute 
to the governance of the teachers and the students. Moreover, future research should focus 
on gender aspect of governmentality. The teachers at CTC were all women – does it have 
something to do with the atmosphere and the terms and conditions they are willing to accept? 
Future research could focus on comparing the integration course providers. What was not 
covered in this research was to find out whether every company providing integration courses 
are similar. Moreover, it would be interesting to compare the rules of different TE Offices in 
different cities for the same companies and scrutinize the reasons why the rules are different.  
To conclude, governmentality studies give fruitful approaches to research on integration. 
Future studies should focus more on the neoliberal values and practices of the integration 
administration. Neoliberalism has indeed expanded to every field of society and it should be 
critically scrutinized from various aspects.
  i 
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